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SUMMARY

A theory of attitude formation and structure is used as the basis

for developing a way to identify a youth's "significant others' (S0s)

in the area of educational and occupational attainment. An object

may be defined directly by saying what it is, or indicating through

its "filters" by defining the categories of which it is assumed to

be a member. The self may be similarly defined. In this study

the objects are the educational and occupational prestige hierarchy

and the levels of these continua which may be selected by youths

or their SOs as most relevant to the youths. Object filters are

the common meanings popularly associated with education and occupa-

tion (here classified into "intrinsic nature," "intrinsic function,"

"extrinsic nature," and "extrinsic function," each of which is

operationalized in everyday terms). The self is the individual

youth's self-conception. His perceived relationships to the above

object filters are used as filters for the self in this area of

behavior. There are two types of significant others. Definers

who in conversation communicate self or object definitions to

the youth, and models, who, through their behavior, illustrate a

definition of the self or object.

Regarding education and occupation, the basic concern here is

with gradient (or "level") aspects--the number of years of school

a person may complete or the level of the occupational prestige

hierarchy he may attain. Ultimately it is found that there are

four types of significant others based upon the combination of

what they exhibit if they are models; their own levels of attain-

ment or their own aspiration levels for themselves; and upon the

level of the expectations they hold for the youth if they aTe

definers. Definers who are role incumbent models may influence

Ego through (A) their levels of expectation for him, (B) their

own levels of attainment, and (C) their levels of self-aspiration;

Definers who are not role incumbents through (A) and (C); Models

who are role incumbents but not definers through (B) and (C);

and non-definers who are not role incumbents through (C) only.

Of these variables, level of expectations is evidently the most

powerful, and that is the main SO variable studied in this report.

In all cases "expectations" are what one person holds for another,

and "aspirations" are what a person holds for himself.

The Wisconsin Significant Other Battery (WISOB) was devised

and tested herein as an instrument (1) to identify any youth's

SOs regarding education and occupation; and (2) to measure the

variables, primarily expectation levels, by which the SO influences

the youth.

Detailed interviews, based on a preliminary SO Identifier

Protocol, were held with each of a purposive sample of youth. A

sample of the SOs identified in these interviews was then taken,



one for each youth, and they too were interviewed in depth. All

such interviews were typed and contents analyzed to provide leads

as to how to operationalize the theory. Preliminary WISOP SO

Elicitor (SOE) forms were pretested on a sample of 20 high school

students in Milton, Wisconsin, and another of 20 high school

students in Madison, Wisconsin. The WISOB SOEs were refined and

finally tested for wording and administrative problems, as well as

to train staff, on a sample of 429 high school juniors at Eau Claire,

Wisconsin. This form identifies SOs by name. They are models and

definers as indicated in the first paragraph. Because much was

already known about how to measure the gradient-level aspects of

educational and occupational orientations from previous work on

levels of aspiration, these steps were not needed for the influence

elicitors. The WISOB SO Expectation Elicitors (SOEE) are forms

designed to measure the levels of expectation that SO holds for

the youth (where SO is a definer) or that SO thinks appropriate

for himself (if SO is only a model).

Test-retest reliability data for the WISOB SOEs were taken

two months apart on a sample of 292 Watertown, Wisconsin high school

seniors. The data show that the SOEs are fairly reliable but that

the phenomena themselves undergo some change during such a period.

Used as a screen the SOEs seem quite satisfactory in that they

identify most of the most important SOs quite well.

The WISOB SOEEs were tested for validity and reliability

(over two months) on a basic subsample of 100 SOs (with high non-

response rates for various reasons) drawn from 109 high school

seniors in West Bend, Wisconsin. (The total number of SOs of this

group was 898). The validity of the WISOB Significant Other

Elicitors was also tested on this sample. The test-retest reliabil-

ity coefficients of the WISOB SOEEs are between +.72 and +.85.

Various tests of validity were made of both WISOB batteries (SOE and

SOEE). They show both instruments to be quite valid. Correlations

between SO levels of expectation (and related variables) and

youths' levels of aspiration are presented. These are high and

positive. Tt is concluded that the instruments are reliable,

valid, and practicable.

xiv



CHAPTER I.

INTRODUCTION

1. The Field of Studv

Sociologists, in their professional interest in the description

of societies, have always expressed a particular concern for stratifi-

cation. In societies where status or class boundaries are not rigidly

fixed, considerable sociological attention tends to be focused on verti-

cal mobility. In contemporary America, where technological advancement

has tended to create both absolutely and proportionally more positions

in the higher levels of the occupational hierarchy more ,apidly than
it has been able to elevate people to fill them, the practical need

for such research has become increasingly felt. The practical search

has been for the sources of upward mobility. In an effort to

answer this question, sociologists have sought characteristic differ-

ences between those individuals who occupy high status positions and

those who do not.

One of the clearest of such characteristic differences located
was educational attainment.1 Educational level has clearly and con-

sistently been found to be correlated with occupational attainment- -
so much so, in fact, that educational and occupational variables often

are treated together under the general assumption that both are probably

controlled by the same or related set of factors and have parallel
consequences for mobility.2

1. Bruce K. Eckland, "Academic Ability, Higher Education and Occupa-

tional Mobility," American Sociological Review, 30, 1965, pp. 735-

746; Peter M. Blau and Otis Dudley Duncan, The American Occupational
Structure, New York, John Wiley & Sons, 1967.

2. Lee G. Burchinal, Career Choices of Rural Youth in a Changing Soci-

ety, North Central Regional Publication No. 142, Agricultural Experi-

ment Station, University of Minnesota, Minneapolis, St. Paul, 1962;

A. O. Haller, "Research Problems on the Occupational Achievement Levels
of Farm-Reared People," Rural Sociology, 23, 1958, pp. 355-362; A. O.

Hailer, C. E. Butterworth, "Peer Influences on Levels of Occupational

and Educational Aspirations," Social Forces, 38, 1960, pp. 389-395;

A. O. Haller and Wm. H. Sewell, "Farm Residence and Levels of Educa-

tional and Occupational Aspirations," American Journal of Sociology,

62, 1957, pp. 407-411; James T. Horner, James G. Buterbaugh, and J.
J. Carefoot, Factors Relating to Occupational and Educational Decision

Making of Rural Youth, University of Nebraska, Agricultural Experiment

Station, Agricultn-al Education Report #1, p. 27; Wm. H. Sewell, A. O.



Psychological literature leans more toward individual variables,

such as psychological causes of behavior3 and motives impelling

achievement.4 Sociologists, too, have directed a great deal of at-

tention to the question of educational attainment. Muchof this ma-

terial is large-scale in nature, involving regional5 and demographic

variables such as age6, sex7, race8, and residence, both large (rural -

urban)9 and small (neighborhood, local area)10 in scale.

A third and much smaller_ current of theoryand research directed

at the area of vertical mobility, basically social-psychological:in'

focus,has emerged from two separate sources.

Haller and M. A. Straus, "Social Status -.and Educational and Occupa-

tional-Aspiration," American Sociological Review, 22, 1957, pp. 57-73;

W; L. Slocum, Occupational and Educational Plans of High School Seniors

from Farm and Nonfarm Homes, University of Washington, Agricultural-

Experiment Station Bulletin #564.

3. Henry Borow, "Development of Occupational Motives and Role," in

Lois Wladis Hoffman and Martin L. Hoffman, eds., Review of Child

Development Research, Vol. 2, New York, Russell Sage Foundation, 1966,

pp. 373-422.

4. David C. McClellend, The Achieving Society, Princeton, New Jersey
D. Van Nostrand Company, Inc., 1961.

5. James S. Coleman, et. al., Equality of Educational Opportunity,

Washington, D. C., Superintendent of Documents, U.S. Government
Printing Office, 1966.

6. Lee G. Burchinal, op. cit.

7. Coleman, ibid.

8. Coleman, ibid..

9. Calvin L. Beale, John C. Hudson and Vera J. Banks, Characteristics

of the U. S. Population by, Farm and Nonfarm Origin, Washington -11. C.,

Agricultural Economic Report No. 66; U. S. Department of Agriculture,

December, 1964; and also ibid.

10.' 'WM. H. Sewell and Michael Amer, "Community of Residence and

College Plans," American Sociological Review, 29 February, 1964, pp.

24-38.
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(1) The apparent tendency of rural youth to attain lower levels

of education and occupational prestige called out the serious concern

of rural sociologists. In 1955, Lipset suggested that the lower levels

of attainment of rural youth might be due to lower aspirations re-

sulting from a poverty of environmental influences favorable to high

attainment.11 This tended to lead rural sociologists in particular to a

greater concern for, on the one hand, the relationship between aspira-

tions and attainments, and, on the other, the variables influencing

aspirations. Shortly thereafter, a large body of relevant data con-

sisting of a total enumeration cf the graduating seniors of the State

of Wisconsin in 1957 was made available to the University of Wisconsin,

and provided a spur to this kind of research. Although these were

certainly not the only influences operating, the depressed levels of

educational and occupational attainment of rural youth, along with

the suggestion of low levels of aspiration due to environmental

deficiencies in rural areas led to a relatively great concentration

of rural sociological interest in the social psychology of mobility .12

11. Seymour M. Lipset, "Social Pobility and Urbanization," Rural

Sociology, 20, 1955, pp. 220-338.

12. Anthony J. Diekema, Level of Occupational Aspiration, Performance

in College and Facilitation, A Preliminary Test of Certain Postulates

Concerning the Relationship Between Attitudes and Behavior, unpub-

lished Ph.D. dissertation, Michigan State University, East Lansing,

1965: A. O. Haller and Irwin Miller, The Occupational Aspiration

Scale: Theory, Structure and Correlates, East Lansing, Michigan.

Agricultural Experiment Station Technical Bulletin No. 288; Haller,

Sewell and Portes, "Educational and Occupational Achievements of

Wisconsin Farm Boys," paper presented at the joint sessions of the

Rural Sociological Society and the American Sociological Association

San Francisco, August, 1967; William Frederick Rushby, Location in

Social Structure, Significant Others and Levels of Educational and

Occupational Aspirations: An Exploration Analysis, unpublished MA

thesis, Michigan State University, East Lansing, 1966- Elizabeth

Schweitzer, Exploratory Research Into the Relationship Among Socio-

economic Status, Significant Other Influences and Level of Occupa-

tional Aspiration- unpublished Master's thesis, University of Wiscon-

sin. Madison, 1968: Um. H. Sewell and Alan Openstein_ "Community of

Residence and Occupational Choice," American Journal of Sociology,

70, March, 1965, pp. 551-563- Wm. H. Sewell and Vimal P. Shah, "Social

Class, Parental Encouragement and Educational Aspirations," American

Journal of Sociology, 70, March, 1965, pp. 551-563: Wm. H. Sewell

3



(2) The second major current of social-psychological interest

in educational and occupational mobility stems largely from. Harvard

University and a research project initiated by Samuel Stouffer. The

combined interest in educational questions and Stouffer's previous

concern for reference groups13 led to a social psychological concern

toward educational attainments in particular, as evidenced in the

early work of Kah114, Cohen15, Bordua16, Shae17, et. al.

The distinguishing characteristic of the social-psychological

school has been the two-step analysis of on the one hand the relation-

ship between aspirations and attainments and on the other structural

variables and aspirations. Research within this area has generally

tended to confirm the relationship between aspirations and attain-

ments. Kuvlesky and Healer, as of September, 1967, find only six

longitudinal researches concerned with the relation between occupa-

tional aspirations and occupational attainments, and these, along

Vimal P. Shah, "Social Class, Parental Encouragement and Educational

Aspirations," American Journal of Sociology, 73, 1968, pp. 559-572;

Joseph Woelfel, "A Paradigm for Research on Significant Others,"

unpublished paper presented at joint sessions of the American Sociologi-

cal Association and the Society for the Study of Social Problems, San

Francisco, August, 1967.

13. Samuel Stouffer, et. al., The American Soldier, 'Vol. I, princeton,

!few Jersey., Princeton University Press, 1949, M. 1/4-130.

14. Joseph A. Kahl, "Educational and Occupational Aspirationsof

'Common Man' Boys," Harvard Educational Review, 23, Summer, 1953,

pp. 186-203.

15. Elizabetb G. Cohen, Parental Factors in Educational Mobility, un-

published PhD. thesis, Radcliffe College, 1958.

16. David J. Bordua, "Educational Aspirations and Parental Stress on

College, "Social Forces, 38, 1960, pp. 262-269.

17. Paul D. Shea, Parental Influence on College Planning 'spy Boys

and. Girls.. of High Aniity in the SIxth t- the iTinth Grades, unpub-

lished Ed.D. thesis, Harvard University, Graduate School of Education,

1964.



with their own study, provide some support for the relationship
18

,

albeit moderate.19

Similarly, educational aspirations are associated with educa-

tional attainments.20 Educational aspirations and occupational aspir-

ations are themselves intercorrelated, and educational aspirations and

occupational attainments as well as occupational aspirations and educa-

tional attainments are positively associated.21 It is safe to say

that the evidence of an important relationship between educational

and occupational aspirations and educational and occupational attain-

ments is substantial.

The other half of the social-psychological focus has been on the

factors upon which educational and occupational aspirations depend.

The question of first interest to rural sociologists is that of the

hypothesized depression of aspiration level for rural youth. Sur-

prisingly, while (within male samples) generally aspirations of rural

youth were lower22, this depression apparently is attributable to

those rural youth planning to farm, and that controlling for this sub-

group there is no rural-urban difference in aspiration leve1.23 But

18. William P. Kuvlesky and Robert C. Bealer, "The Relevance of Ado-

lescents: Occupational Aspirations for Subsequent Job Attainments,"

Rural Sociology, 32, September, 1967, pp. 290-301.

19. Aspirations themselves, though seem to be rather complex structures.

Haller and Miller, for example, speak of real and ideal aspirations,

long-range and short-range aspirationa and the combinations of those.

(See A. O. Haller and Irwin Miller, op. cit. Kuvlesky and Bealer limit

themselves to idealistic long-range aspirations, and consequently their

relationships are depressed accordingly.

20. The aspirations so associated are not early childhood desires,

but later ones usually formed in high school. See Lee G. Burchinal,

op. cit.

21. Wm. H. Sewell, A. O. Haller and Alejandro Portes, op. cit.

22. A. O. Hailer and Wm. H. Sewell, "Farm Residence and Levels of

Educational and Occupational Aspirations," op. cit.

23. A. O. Haller and Wm. H. Sewell, ibid.; Lee G. Burchinal, Career

Choices of Rural Youth in a Changing Society, op. cit.; A. O. Haller,

"The Occupational Achievement Process of Farm-Reared Youth in Urban-

Industrial Society," Rural Sociology, 25, 1960, pp. 321-333; Sewell,

however, presents different findings. See Wm. H. Sewell, "Community

of Residence and College Plans," American Sociological Review, 29,

1964, pp. 24-38.
5



if aspirations are not related to community of residence when control-
ling for plans to enter farming, research indicates that they are
related to personal ability24 and Socio-economic status (SES).25

It is interesting that of the two most important characteristics

associated with high aspirations are SES and ability. Insofar as abil-

ity is partly measured by academic achievement (GPA), and since ability

is liable to lead to achievement anyway, it would seem that high aspira-

tions come to those wh- are already in some measure high achievers.
But those of higher SES are also by definition members of high achieving

families, and thus, by irplication are themselves high achievers. This

amumeat suggests that who one wants to be (aspirations) is largely a

function of what he thinks he is (or possibly what he thinks he will

be). Super26 was the first to stress this importance of the self con-
ception as an important variable in the educational and occupational
attainment process. In an unpublished paper, Sewell, Haller and Portes

t affirm the importance of self conception as another way of looking

at aspirations.27

24. See, for example, H. K. Schwarzweller, Socio -cultural Factors and

the Career Aspirations and Plans of Rural Kentucky High School Seniors,

University of Kentucky, Agricultural Experiment Station Bulletin #664;

A, O. Haller, "The Influence of Planning to Enter Farming or Pans to
Attend College," Rural Sociology, 22, pp. 127-141.

25. James T. Horner, James G. Buterbaugh and J. J. Carefoot, op, cit.;

LaMar Empey, "Social Class and Occupational Aspiration: A Comparison

of Absolute and Relative Measurement," American Sociological Review,

21, 1956, pp. 703-709.

26. Donald E. Super, The Puchology of Careers, New York, Harper and

Brothers, 1957.

27, Sewell, Haller and Portes, op. cit. This recognition is not pur-

sued; however, little is said about what the self conception is or how,

precisely, it affects aspirations or behavior. In fact, in a later

version the self conception drops out of the analysis altogether, be-

cause no plausible operationalization was available in their data, and

because it also makes sense to think of aspirations as a component

part of the self conception anyway.
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To summarize briefly, at this point a model of the achievement

process is beginning to emerge. Apparently, SES, ability and perfor-

mance influence educational and occupational aspects of the person's

self conception, which in turn is manifested in his educational and

occupational aspirations and which subsequently exercise some influ-

ence over educational and occupational attainments. But the picture

is more complicated than this simple model suggests. First of all,

the process by which SES, ability and performance variables (like

I.Q. and Grade Point Average) influence the self conception is still

open. That ability and grade point average influence the self con-

ception is not a hard assumption, and Brookover, et. al., have shown

that the self conception is related to school performance, even when

controlling intelligence.28 Grade Point Average can be seen to pro-

vide a ranking of students, and in the social comparison process29

students can estimate their appropriateness relative to their peers

for higher education and occupational positions."

It would have been unlikely for the educational researchers

working with Stouffer to overlook the implications of reference groups

for this process. Bordua31 explicitly suggested that the relationship

between SES and educational aspirations was mediated by the expecta-

tions of parents, but he failed to control for I.Q. in his research.

Sewell and Shah32 tested the same hypothesis (that the children of

high status parents are more regularly expected tc go to college),

this time with appropriate controls, and while the correlation between

28. Wilbur B. Brookover, Ann Paterson, and Shailer Thomas, Self-

Concept of Ability and School Achievement, Final Report of Cooperative

Research Project No. 834, East Lansing, Michigan, College of Education,

Office of Research & Publications, Michigan State University, 1962.

29. Leon Festinger, "A Theory of Social Comparison Process," Human

Relations, 1954, 7, pp. 117-140.

30. Walter L. Slocum, "The Influence of Peer Group Culture on the

Educational Aspirations of Rural High School Students," paper presented

at the annual meetings of the Rural Sociological Society, Chicago,

August, 1965.

31. David J. Bordua, cp. cit.

32. Sewell and Shah, "Social Class, Parental Encouragement and Educa-

tional Aspirations," op. cit.
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SES and educational aspirations did not disappear, it was substantially

reduced.

Generally the question of interpersonal influences has been con-

sidered under two different names in the educational and occupational

attainment process literature: reference groups and significant others,

with some researchers using the terms interchangeably 33 Sewell,

Haller and Pactes, opting for the latter usage, constructed and tested

a model incorporating all the variables discussed so far in this chap-

ter.34 They onsider all major interpersonal influence, such as
parents' expectations, comparison with peers, etc., to be one major

variable, which they term "significant others' influence" (SOT). Con-
ceptually, at least two basic kinds of such influences are recognized."

The first is the kind of influence exercised by people who serve as

points of comparison for ego--those against whom ego assesses his own

abilities, performances, etc. The second is that exercised by those

who hold expectations for ego--those who have hopes, plans, estimates

of egos ability, etc., and communicate these to ego. Operationally,

the authors define SOI as parents' pressure toward college, teachers'
pressure toward college and friends' plans. All these are simple

dichotomous variables based on egols perception of whether or not his

parents and teachers expect him to go to college or not and whether

or not his friends plan to go to college or not. The authors then in-

sert this new variable into the analysis and the result is Figure One.

Figure One indicates that (1) I.Q. tends to influence grade point aver-

age (GPA), (2) conjointly, GPA and SES affect significant others' influ-

ence, (3) significant others' influence and (11PA affect educational and

occupational aspirations, which then (4) have an effect on educational

and occupational attainment. The amount of variance in the dependent
variables accounted for by the model is particularly impressive when

we consider (1) that the linear regression model used for analysis

implies a linear relationship between all variables, and this may not

be the case, and (2) some measurement error can be expected to intrude

on the system at each stage. This is particularly true in the case of

33. Diekema, op. cit., pp. 60 ff.

34. Haller, Sewell and Portes, op. cit.

35. Harold H. Kelly, "Two Functions of Reference Groups," in G. E.

Swanson, T. N. Newcomb and E. L. Hartley, eds., Readings in Social

Psychology, New York, Holt, 1952, pp. 410-414.
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Figure 1

Path Coefficients of Antecedents

of Educational and Occupational Attainment Levels*
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significant others' influence, which is a fairly crueo mssasurcment.
This index suffers from two major problems: (1) the influence of
significant others is not directly measured--only egols perception
of it is; (2) the list of persons involved--parents, teachers and
friends--may not be an accurate rendering of "significant others."
Not all incumbents of these roles may be significant others for
each individual, and there may be other significant others for a
given ego who do not fit any of these major role relationships.

Even though there are theoretical and operational problems, the
injection of an interpersonal influence variable into the analysis has
explained a good deal of variation between educational and occupational
attainments and SES, I.Q. and GPA. These interpersonal influences,
viewed as intermediaries between social structure and personality vari-
ables appear to be among the most fruitful of areas for future theory
and research on the educational and occupational attainment process.
The research reported herein is directed into the area of interper-
sonal influences on the educational and occupational attainment pro-
cess.

2. Previous Theory and Research on Interpersonal Influence:

Obviously the literature on interpersonal influence is too wealthy
to allow any thorough review here. The literature which has in fact
been used most in educational and occupational mobility studies has
revolved mainly around the two terms mentioned in Section One, reference
group and significant others, and these are the terms that will be dealt
with here. Even these two terms, however, defy review in such limited
space, and so the major emphasis, apart from a very general discussion,
will rest with their uses in the educational and occupational attain-
ment process literature.

A. Reference Group:-

While the literature on reference group is much too large to allow
a thorough review here, it is also fairly well known.36 Generally

36. S. E. Asch, "Effects of Group Pressure upon the Modification and
Distortion of Judgments," Readings in Social Psychology, Maccoby, New-
comb, Hartley, eds., New York, Holt, 1958, p. 174; Kurt W. Back, "In
fluence Through Social Communication," Readings in Social Psychology,
Maccoby, Newcomb, Hartley, eds., New York, Holt, 1958, p. 281; W. W.
Charters and Theodore M. Newcomb, "Some Attitudinal Effects of Exper-
imentally Increased Salience of a !iembership Group," Readings in
Social Psychology, Maccoby, Newcomb, Hartley, eds., New York, Holt,
1958, p. 276; Leon Festinger, "A Theory of Social Comparison Proces-
ses" in Hare, Borgatta and Bales, Small Groups, pp. 163-187. Also
Bobbs-derrill Reprint, p. 111; Eugene Hartley, "Psychological Problems
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attributed to Hyman37 the term has taken on a wealth of meanings and

has been used in a variety of ways. Lindesmith and Strauss define a

reference group as "...any group with which a person psychologically

identifies h1mself or in relation to which he thinks of himself."

Muzafer Sherif, who has made extensive use of the concept suggests

that "...reference groups can be characterized simply as those groups

to which the individual relates himself as a part or to which he

of Multiple Group Memberships," in Social Psychology at the Crossroads,

John H. Rohrer and Muzafer Sherif, eds., pp. 371-386; Herbert Hyman,

"The Psychology of Status," Archives of Psychology, No. 269, June,

1942; Harold H. Kelly, "Two Functions of Reference Groups," in Readings

in Social Psychology, Guy E. Swanson, Theorore M. Newcomb, and triFile

L. Hartley, eds., pp* 410-414; Robert Merton, "Contributions to the

Theory of Reference Group Behavior," Social Theory and Social Structure,

revised edition, pp. 225 -280; Theodore M. flgiiaiimb, "Attitude Develop-

ment as a Function of Reference Groups" in Readings in Social Psycholo-

gy, Swanson, et. al., eds., op. cit*, p. 265; Theodore M. Newcomb,

TISocial Psychological Theory," kofirer and Sherif, eds., op. cit., p.

48; Theodore M. Newcomb, Social Psychology, New York, Holt, 1961, pp.

225-232, 240-243, 260; Theodore M. Newcomb, Ralph H. Turner, Philip

E. Converse, Social Psychology, New York, Holt, Rinehart and Winston,

1965, pp. 109=110, 145-147, 253; Muzafer Sherif, An Outline of Social

Psychology, New York, Harper, 1948, pp. 105-106, 123; Muzafer Sherif,

"Group Influences upon the Formation of Norms and Attitudes," Readings

in Social Psychology, Swanson, et. al., eds., op. cit., p. 219;

Tamutsu Shibutani, "Reference Group PerspeaTiVa; American Journal

of Sociology, LX, May, 1955, pp. 562-569; Alberta E. Siegel and Sidney

Siegel, "Reference Groups, Membership Groups, and Attitude Change,"

The Journal of Abnormal and Social Psycholov, 55, November, 1957;

Samuel Stouffer, et. al., The American Soldier, Princeton University

Press, 1949, vol.I:75. 410-429; Ralph H. Turner, "Role-Taking, Role

Standpoint, and Reference-Group Behavior," American Journal of Sociology,

61, January, 1956.

37. Hyman, 22. cit.

38. Alfred R. Lindesmith and Anselm Strauss, Social. Psychology, New

York, The Dryden Press, 1956, pp. 46-80.
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aspires to relate himscif psychologically.
39

Merton acid Rossi, while not themselves offering a definition,

nonetheless provide examples of typical cases of the use of the term,

but note that the content of the concept varies even though the same

term is used. They note, for example, that servicemen serving over-

seas in World War II sometimes compared themselves with members of

their own groups to determine their feelings about being in the army.

Sometimes, however, individuals would use non-membership groups as

standards of reference in defining attitudes. Here they cite the

case, for example, of the raw army recruit forming his attitudes

toward combat on the basis of judgments supplied by seasoned combat

veterans.° Both these groups were termed "reference groups." Nor

were these by any means the only kinds of situations in which individu-

als formed attitudes in reference to other groups. Theodore Newcomb

further complicates matters by pointing out the existence of what he

termed "positive" and "negative" reference groups, the former being

a group whose attitudes one adopts, and the latter a group whose atti-

tudes one rejects.41 Men can form attitudes, then, in reference to

groups of which they are members, or in reference to groups of which

they are not members. They may form attitudes by accepting the atti-

tudes expressed by a reference group, or by rejecting those attitudes

and the attitudes formed may be segmental or pervasive.42

This, of course, does not exhaust even the most important uses

of the term. There does teem to be a common element, though, pre -

vading all the uses of reference group terminology. Reference groups

are always seen as groups which exercise influence over some personal

characteristics (e.g., attitude, self-conception) of the individual.

There is consensus over what reference groups do, but disagreement

as to what they are and how they do it. More specifically, it is

probably more accurate to say not that there is disagreement over what

reference groups are, but rather that many different sociologists have

39. Muzafer Sherif, "Reference Groups in Human Relations," Sociologi-

cal Theory, Lewis A. Coser and Bernard Rosenberg, eds., MacMillan, New

York, 1964, p. 273.

40. Robert K. Merton and Alice S. Rossi, "Contributions to the Theory

of Reference Group Behavior," Social Theory and Social Structure, R. K.

Merton, Glencoe, Illinois, The Free Press, 1956, pp. 225-256.

41 Newcomb, op. cit.

42. Turner, op. cit.
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suggested many different ways inswhich reference groups may operate,
and although there are many, they are not necessarily contradictory.
Probably the primary distinction among reference groups is that
between those which stand as points of comparison for the individual's
definition of himself and those whose members hold expectations for
ego. Within each type, sociologists have suggested several hypotheti-
cal persons for their efficacy.. Reference groups may stand as points
of comparison, for example, because the individual belongs to them,
aspires to belong to them, differentiates himself from them, interacts
frequently with them, holds strong positive or negative feelings toward
them, etc. An individual may accede to the expectations of those
groups whose members hold expectations for him because he likes them,
because he sees membership as contingent upon accession, because the
group holds power over him, etc. But the essential distinction is
between those groups which hold expectations for ego and those which
do not.

B. Significant Other:

Much less has been written under the rubric "significant other"
than "reference group," but it is fairly clear that the two are at
least functional equivalents if we allow that significant others are
those who exercise major influence over individuals. The intellectual
ancestory of the concept is obscure but probably the greatest impetus
toward the area comes from the early pragmatists and symbolic inter-
actionists. Baldwin's two central concepts for the development of
personality are imitation,and suggestion, which on the face of them
imply interpersonal influence with certain key others." Cooley's
Looking Glass Self implies the notion strongly, and, of course, the
concept of primary group is quite explicitly a designation of signi-
ficant others of great influence. George Herbert Mead emOas;zes
interpersonal activity as the key to self-conception formation, argu-
ing strenuously that the self-conception arises only within inter-
actional contexts."

Although the first use of the term has sometimes been attributed

43. See James Mark Baldwin, Mental Development in the Child and the
Race, New York, MacMillan & Co., 1895.

44. George Herbert Mead, Mind, Self and Society, Charles W. Morris,
ed., Chicago, University of Chicago Press, 1934, p. 155.
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ito Mead,
45

it is doubtful that he used it explicitly, even though the
meaning is implicit in his term "other." Mead was not especially in-
terested in particular significant others; his concern was over the
development of an organized self conception. This, he says, can only
come about through the formation of a concept of the "generalized
other. 446

I have pointed out, then, that there are two general
stages in the full development of the self. At the
first of these stages, the individual's self is con-
stituted simply by an organization of the particular
attitudes of other individuals toward himself and
toward one another in the specific social acts in
which he participates with them. But at the second
stage in the full development of the individual's
self, the self is constituted not only by an organization
of these particular individual attitudes, but also
by an organization of the social attitudes of the gener-
alized other or the social group as a whole to which he
belongs. These social or group attitudes are brought
within the individual's field of direct experience, and
are included as elements in the structure or constitution
of his self, in the same way that the attitudes of
particular other individuals are; and the individual
arrives at them, or succeeds in taking them, by means
of further organizing, and then generalizing, the atti-
tudes of particular other individuals in terms of their
organized social bearings and implications. So the self
reaches its full development by organizing these indi-
vidual attitudes of others into the organized social or
group attitudes, and by thus becoming an individual re-
flection of the general systematic pattern of social or

45. Robert K. Merton, Social Theory F Social Structure, Glencoe,
Illinois, The Free Press, 1957, p. 215; Arnold M. Rose,"A Systematic
Summary of Symbolic Interaction Theory," in Rose, Human Behavior and
Social Processes, Boston, Houghton Mifflin Co., 1962, pp. 11, 141.

46. George Herbert Mead, Mind, Self and Society, Charles W. Morris,
ed., Chicago, University of Chicago Press, 1934, p. 158. Italics
Supplied.
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group behavior in which it and the others are all in-
volved--a pattern which enters as a whole into the indi-
vidual's experience in terms of these organized group
attitudes which, through the mechanism of his central
nervous system, he takes toward himself, just as he
takes the individual attitudes of others.

The actual term significant °tiler itself almost certainly belongs
to Harry Stack Sullivan.47 After calling Sullivan "...beyond question
the most important recent member..." of the series of social self theo-
rists which "...stretches back unbrokenly at least as far as Emerson...
through such important names as James, Baldwin, Cooley, Dewey, Mead
and Thomas, plus dozens of lesser contributors," Cottrell and Foote
suggest a reason for Sullivan's shift of interest from Mead's "Gener-
alized other" to his own "significant other:"48

The correspondence between Mead C Sullivan leaves off
at the point of the generalized other. For Mead, whose
life span came a generation before Sullivan's, the
social world was a fairly wholesome web; the others
from whom one took his conception of himself were in
substantial agreement. Hence the "generalized other"
of Mead's social psychology. In Sullivan's time, and
ours, the community has been fractured. The generalized
other has broken down into clusters of significant
others...

For Sullivan, significant others are those persons who exert
major influence on the social self of the individual. The self of
the individual rests on "reflected appraisals of others," much in the
same tradition as Mead, Cooley and the early symbolic interactionists,49

47. Harry Stack Sullivan, Conceptions of Modern Psychiatry, Washing-
tion, D. C., W. A. White Psychiatric Foundation, 1940, pp. 18-22.

48. Leonard S. Cottrell & Nelson N. Foote, "Sullivan's Contribution
to Social Psychology," in the Contributions of Harry Stack Sullivan,
Patrick Mallahy, ed., New York, Science House, 1952, pp. 190-191.

49. Sullivan, ibid.
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and the usage is very close to Mead's usage of "other."5°

The difference is one of emphasis, and the term itself has come
to reflect this difference in emphasis along the lines suggested above
by Cottrell f Foote and re-emphasized by Stryker:51

In comparatively recent work, the concept of "significant
other" has come into use. This concept represents the
recognition that, in a fragmented and differentiated world,
not all the persons with whom one interacts have identical
or even compatible perspectives; and that, therefore, in

order for action to proceed, the individual must give
greater weight or priority to the perspectives of certain
others. To speak, then, of significant others is to
say that given others occupy high rank on an "importance"

continuum for a given individual.

Generally, the conceptual development of the term may be summarized

this way. From the symbolic interactionist posture arose the idea
that people develop and support their self-conceptions through
interaction with others. In a segmentalized world, one in which
diverse values and attitudes can coexist, the particular shape of
any individual's self conception and attitudes depends upon the

particular individuals from whom he develops them. These particular

persons are, following Sullivan, significant others. The term sig-

nificant others seems to designate those persons who are particularly
influential in the formation, support or modification of the self
conception (or attitudes) of an individual.52

50. See Manford Kuhn, "The Reference Group Reconsidered," op. cit.,

p. 8.

51 Sheldon Stryker, "Symbolic Interaction as an Approach to Family
Research, in Symbolic Interaction, A Reader in Social Psychology,
Jerome G. Manis and Bernard N. Meltzer, eds., Boston, Allyn & Bacon,
1967, p. 377.

52. See Paul Lazarsfeld, Bernard Berelson and Hazel Gaudet, The
People's Choice, 2nd Edition, Columbia, 1948; C. Addison Heckman and
Manford Kuhn, Individuals, Groups, and Economic Behavior, New York,
The Dryden Press, 1956, pp. 40, 140, 177; Hans Gerth and C. Wright
Mills, Character and Social Structure, New York, Harcourt, Brace &
Co., 1953, pp. 112-129; and Weber, op. cit., pp. 93-96; H. S. Sullivan
loc. cit.; Manford Kuhn, op. cit., "The Reference Group Reconsidered,"

p. 8; Cottrell and Foote, loc. cit.
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But the term sAznificant other, like reference group, enjoys less

consensus concerning its attributes than its fv.tion. If all agree

that significant others influence self conceptions, not all agree on

who significant others are or how they influence self conceptions.

Significant others are sometimessaid to be influential because they

reward and punish;53 because the individual values them highly;54

because they hold expectations for the individual,55 or simply be-

cause he interacts with them frequently in a differential association

sense.56

Generally the same distinctions seen in the reference group liter-

ature have been made concerning significant others. Here too, signi-

ficant others have been said to perform their influential function

in two basic ways parallel to Kelly's two functions of reference

groups: significant others can stand as points of cognitive refer-

ence for the individual, and they can set norms for him and reward

and punish for compliance and non-compliance.57 Significant others

have been spoken of as influential for the self-conception in general

and for specific attitudes.59

Although the distinction between positive and negative significant

others apparently hasn't been made, there seems no reason why it could

not be. Generally, significant others and reference groups are seen to

53. Joseph E. McGrath, Social Psychology, A Brief Introduction, New

York, Holt, Rinehart & Winston, 1964, p. 38; Tomatsu Shibutani,

Society & Personality, New Jersey, Prentice Hall, 1951, p. 339;

Sullivan, loc. cit.

54, Shibutani, ibid.; Carl Couch & John S. Murray, "Significant Others

and Evaluation,"Sociometry, 27, 1964, p. 503.

55, Wilbur B. Brookover and David Gottlieb, A Sociology of Education,

New York, American Book Company, 1964, p. 472-474,

56. Cottrell & Foote, op. cit., p. 191.

57, See Sullivan, op, cit., pp. 18 -22.

58. Sullivan, op. cit.

59. Bordua, op. cit.
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perform the same function and to use the same processes to do so. Prob-

ably the only basic difference between the two is that the term refer-
ence group tends to call one's attention to clusters of persons while

significant other has a singular connotation. It is with this singu-
lar connotation in mind that this research chooses to use the term sig-
nificapt other in preference to reference group. The assumption behind

this judgment is that in many areas of life a person may be more likely
to be influenced by specific other persons (e.g., my father, my best
friend, my teacher, Mr. X., etc.) than by groups. Reference groups

can be recaptured from clusters of significant others; but particular

significant others are lost in reference groups.

Previous Measurement Techniques:

There are two distinct problems involved in the measurement of
the influence of significant others. One is the identification of the
significant other, and the second is the measurement of the influence
he has over the individual. Rushby6° has identified three general
techniques for identifying significant others in research: (1) use of

categories of significant others pre-selected by the researcher, (2)
use of open-ended stimulus questions to identify significant others as
the individual perceives them, and (3) use of direct observational
techniques for identifying significant others. The first two may be

carried out through interview or questionnaire techniques.

(1) Checklist instruments; Checklist instruments are those in

which, based on some previous theory, research or insight, categories
of potential significant others are proposed to the individual and he
is asked to estimaty their influence or list his perception of their
expectations, etc.

60. Rushby, op. cit., pp. 25-30.

61. See, for example, Diekema, op. cit., pp. 60-65; also Sewell, Haller
and Portes, op. cit.; Slocum uses a Guttman-type checklist instrument
which illustrates the best of this type: Think for a minute about

your family (father, mother, brothers, and sisters). Some or maybe

all of them probably have expressed certain attitudes concerning formal
education (high school, college). When you look at the following state-
ments, think of those members of your family whose attitudes you are
familiar with and respond to the statements on the basis of your know-
ledge of the attitudes of those members. Response categories: This

describes the attitude of: a--All of them; b--Most of them; c--About
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The advantage of this technique is mainly its economy. It has

two major disadvantages: first, it assumes that the individual's per-
ception of influence corresponds closely to the facts, which need not
be so. Secondly, when ego's perceptions of expectations are taken
for preselected others, the research is confounded by the fact that
(a) not all categories of people or roles may be significant for all
individuals, and (b) some individuals may have significant others not
members of the categories on the list. Lengthening the list to avoid
the second error' increases the risk of the first. Shortening the
list to avoid the second increases the risk of the first.

(2) Open-ended instruments: Open-ended instruments simply ask
the individual to list iTiErMant others in blank spaces following

62
some stimulus item. Typical are the instruments of Couch and Murray:
and Robert L. Stewart's Significant Others Test:63

"In the spaces provided below, please list those per-
sons and groups of persons to whom you refer yourself,
either directly or in your thinking, when confronted
with a problem, or in order to support or justify your
actions."

half of them; d--Only a few of them; e--None of them.

abcd e

They felt that formal education tends to take people away from
their home communities and because of this, it is undesirable.
They are opposed to formal education beyond high school.
They feel that a good education helps a person to lead a
better life.
They do not think that formal education is really very im-
portant.
They expect the younger members of the family to get all the
formal education they can.
They believe that the most important thing in formal educa-
tion is the diploma or degree.

62. Couch and Murray, op. cit., p. 504.

63. Robert L. Stewart, The Self and Other Objects: Their Measurement
and Interrelationship, State University of Iowa Library, Ph.D. Thesis,
1955, microfilm; See also H. L. Mulford, Toward an Instrument to MeaL,
sure the Self, Significant Others and Alcohol in the Symbolic Envi.r.on:
iiiE92147Ciu, State University of Iowa Library, Ph.D. Thes;s,
1955, microfilm.



While this technique overcomes the problems of frrced alternatives

which may be inappropriate or incomplr'te, it still falls victim to the

presumptive fact that not all influence may be petceived by the respondent.

He may be strongly influenced without his knowh!dge64 of the fact that

influence is being exerted. Secondly, even ilifluence of which he is

aware may be missed because the test instmaent fails to cue his

thinking about those people. This can largely be overcome in inter-

vieca, but interviews are very costly, and generally preclude large-

scale samples and the possibility of simultaneous administration of

other instruments.

(3). Direct observation: A good example of direct observation is

that of Sherif and Sherif's Isesearch on adolescent boys.65 Very briefly,

the technique involves the direct observation of interactions in groups.

The research was carried out in a summer camp for boys. The researchers

instructed each observer to select a locale and "locate a recurrent

cluster of boys..." in the area.66 After careful and unobtrusive ground-

work and developmrnt of rapport win the group, the observers were given

the following instructions;

The pertinent evidence to establish is whether a group

is a reference group for members' concerns, not just

whether a group shows up at a particular place at a

particular time, but also whether they are associating

elsewhere, via one or more members, over the phone, etc.

The evidence includes whether they make plans involving

some members, whether they know at given times where

absent members are, whether they give and take mutual

aid in matter of parties, girls...In short, a group may

appear in one location and all together only occasicn -

ally. But, a group's absence from a place where they

have been observed to associate, or a change in their

activities, does not necessarily indicate that the

64. One of the subjects in our initial interviewing insisted that no

one had influenced her attitudes or aspirations because she was an

"independent thinker." She knew she was an independent thinker, she

told us, because her mother told her she was.

65. Sherif and Sherif, loc. cit.

66. Ibid., p. 358.
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group has become unimportant to members.67

There are clearcut advantages, but there are also major problems. Aside

from the theoretical question of the observer's upsetting "natural"
patterns by his own presence, such research is enormously expensive and
restricted to situations in which small groups of people are severely
isolated.

In general, there are serious gaps in our ability to detect signi-
ficant others. Those techniques which manage to sidestep the most
basic problems are generally prohibitively expensive of time, money
and personnel. There is a need here for valid, reliable and economi-
cal instruments which can identify the significant others of any
given individual.

C. Expectations of Significant Others:

There are two fundamental techniques for the measurement of the
expectations of significant others, direct and indirect. Direct mea-

sures involve actually observing or asking the. significant other what
his feelings are.68 This technique is obviously dependent in the suc-
cessful detection of significant others in the first place. Indirect

measures imply the measurement of the indiVidual's perception of the

other's expectations or feelings." In many. instances, the indirect

method which measures the individual's perception of the expectations
others hold for him is theoretically appropriate, especially since there
are grounds for suggesting that it is ego's perception of alter's ex-
pectation which guides ego's behavior. But for any research which in-
tends to test the accuracy of ego's perceptions, or the notion that the
actual expectations of alter influence ego in some way, it is obviously
necessary to measure alter's expectations directly. In the educational

and occupational attainment process research outlined in this chapter,
the hypothesis has quite plainly been that the actual expectations of
others is the critical variable, and so the present need is for

67. Ibid., p. 358.

68. See Haller and Butterworth, op. cit.

69. See Sewell, Haller and Portes, op. cit..,
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instrumentation to measure expectations directly.
70

In either in-

stance, the difficulties of measurement are parallel to those in any

kind of attitude research in general, and consequently the techniques

of general attitude measurement can apply here quite well.

3,. -Summary:

The purpose of this chapter has been to chronicle the develop-
ment of the field of interest in the social psychology of educational and

occupational attainment. Throughout that development the focus of at-

tention has sharpened quite clearly on interpersonal influence as the

mediating force between social-structural and environmental factors and

personality variables, particularly the self conception and aspirations.

But there are gaps in our theoretical knowledge and consequently our
research instrumentation of these interpersonal processes. The problem

has been defined here as threefold: (1) There is a need for a concise,

valid and meaningful theory of significant other influence; (2) There is

a need for the development of valid, reliable and economical instru-

mentation to detect specific significant others for specific individuals,

and (3) There is a need to develop valid, reliable, economical instruments

for the detection of the expectations relevant to ego's hehavior that

these significant others hold.

Although the initial practical question concerns educational and
occupational attainment, the answer is deeply involved in the broader

theoretical issue of interpersonal influence. Consequently this re-

search must begin with some quite broad social psychological questions,

such as: What is the self conception? How may the self conception be
formed and changed? and Under what conditions do other persons operate
as sources of influence over individual self conception? The ramifica-

tions of the study should extend considerably beyond the area of educa-

tional and occupational achievements or even stratification and
mobility.

70. J. B. Edlefson and M. J. Crowe, Teenagers Occupational Aspirations,

University of Washington Agricultrral Experiment Station Bulletin #618;

Burchinal, op. cit.; Donald R. Kaldor, Eber Eldridge, Lee G. Burchinal

and I. W. Arthur, Occupational Plans of Iowa Farm Boys, Iowa State Uni-

versity, Agricultural and Home Economics Experiment Station Bulletin

#508; Bordua, op. cit.; Kahl, op. cit.
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CHAPTER II.

INFLUENCE ON ATTITUDES AS A BASIS FOR
DETERMINING SIGNIFICANT OTHERS

1. Introduction:

In the last chapter the need for an instrument to detect signi-
ficant others for individual's educational and occupational aspira-
tions was documented and located as a part of the larger question of
interpersonal influence in general. The argument does not suggest
that nothing about the interpersonal influence process is known or has
been written--quite the contrary. In this chapter we present a simple
point of view concerning attitudes and influence which serves as a
basis for determining who functions as a significant other for a person.

The ideas here rest on three key assumptions, none of which are
proposed as original: (1) Attitudes are not indivisible units, but
rather are constructed of component parts. Consequently it is possi-
ble for a significant other to exercise influence over parts of an at-
titude as well as the entire attitude; (2) Attitudes and the components
of attitudes themselves rest on larger cognitive structures ("filter
categories") and consequently may be modified indirectly by modification
of these larger structures; and (3) Influence over attitudes, their com-
ponents or the larger structures on which they depend may be caused both
by persons and groups who communicate norms, expectations or other self-
object defining information to him or who stand as points of cognitive
reference.

2. The Structure of Attitudes:
71

As we saw in the last chapter, significant other is most broadly
defined in this research context as any person who exerts an important
influence on the educaticnal and occupational aspirations of an indivi-
dual. Following this definition, three questions must be answered in
order to specify who significant others are: (1) What is an aspira-
tion? (2) What are the conditions under which aspirations are formed
and changed? and (3) What people fulfill these conditions?

71. Aspirations can be seen as a special case of attitudes, and that term
will be used here in this general discussion.
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To begin with we hold, following Haller and Miller
72

that aspira-

tions are attitudes which take a particular point of a continuum of

difficulty as their objects. Hence considerations which apply to atti-

tudes also apply to aspirations; the latter are a special case of the

former.

Obviously, it is not possible in this space to do even partial

justice to the enormous range of literature on attitude, nor, for the

broad purposes here, is that necessary. There are nearly as many def-

initions of attitude as there are attitude theorists,73 but of those

who consider attitudes to be cognitive phenomena (as opposed to con-
structs which summarize observed regularities of overt behavior),74

three major elements seem to recur: (a) the object of the attitude,

(b) the person who has the attitude, and (c) the relationship between

the two. As the symbolic interactionists have long argued, the con-
frontation between person and object is always mediated by some sym-

bolic structure.75 In this sense, it is always a conception which is

the object of an attitude. A person does not have an attitude toward

a dog, but rather toward his conception of a dog.

But forming a conception of an object, no matter how vague, is .a

classification procedure; one forms a conception of what an object is

by relating it to other objects of his experience, by associating it

with some objects and differentiating it from others.76 This means

placing it into a category of objects thought to be in some sense the

72. A. 0. Haller and Irwin W. Miller, The Occupational Aspiration Scale,

Theory, Structure & Correlates, East Lansing, Michigan State University,

Agricultural Experiment Station, 1963, pp. 0-1t,.

73. See, for example, Bert F. Green, "Attitude Measurement," in Gardner

Lindsey, Handbook of Social Psychology, Addison-Wesley, Cambridge,
Massachusetts, 1954, Vol. 1.

74. See Irwin Deutscher, Words &'Deeds," Social Problems, 13

(Winter, 1966), pp. 235-254.

75. "Object" is used in the general sense or "...anvthinc that can be
designated as referred to." C. F. Herbert Blumer and Robert Bales,
"Commentary and Debate," American Journal of Sociology, 71., No. 5,
Mardh, 1966, p. 539.

76. Jerome S. Bruner, "Social Psychology and Perception," in Maccabv,
Newcomb & Hartley, Readings in Social Psychology, Holt, Rinehart,
Winston, New York, 1958, p. 92.
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same. These categories we call filter categories, insofar as they
"filter" a person's perception of the objects within them. Clearly,

the individual's orientation toward the category governs his orienta-

tion toward the objects within that category.

A. The Subject of the Attitude:

A conception of an object alone is not enough to form an attitude.

Without at least an implicit reference to some relevant quality of the
self, a conception of an object alone is not sufficient to construct a
relationship between person and object. For example, "Retreat is what

any sensible person would do now," although a definition of an object

(retreat), does not completely specify the attitude of the military
commander who then finishes the statement by saying "...but then I've

never been particularly sensible." A definition of self is also a com-

ponent of attitude.

But insofar as a person can be an object of his own experience,

he conceives of himself in the same fashion as he does other objects.

He identifies himself by associating himself with and differentiating

himself from other persons and objects. This means placing himself

into a series of categories, such as "good person," "drug adar.

"husband," "sociologist," "music lover," "drop-out" and so forth.
Again, insofar as these categories into which a person assigns himself

filter his perception of who he is, they are called filter categories.

B. Subject-Object Relationship:

Following from this analysis, the concept attitude used in this
research is somewhat more complex than those usually used by sociolo-

gists. If an individual identifies objects by placing them into filter
categories, and identifies himself by placing himself into filter cate-
gories, then his orientation toward objects (his attitude) is determined
by his conception of the orientation of the filter categories into which

he assigns himself toward the filter categories into which he assigns

those objects. Attitude is defined here to mean the individual's con-
ception of the relationship of the filter categories of which he thinks

he is a member.

3. Attitude Formation and Change:

The basic components of attitudes as outlined above are filter
categories for the person's definition of himself and filter categories
for the objects of his experience. It follows that a modification of

any of these components will result in a modification of the attitude.
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The basic technique of attitude formation or change is formation or

'modification of filter categories. Significant others, then, are

significant insofar; as they effect a major influence on the filter

categories the individual uses as a basis for his identification of

himself and the objects of his experience.

A. Definers

The conditions for the assignment of objects into categories are

primarily (if not entirely) informational. The information as to

whether or not an cbject should be assigned to a category or not is

usually transmitted from one persyn to another by language, which is a

symbol-system. When one individual tells another "An ax is a tool for

cutting down trees," he is 'defining the,object (ax) into a filter cate-

gory (implement for cutting down trees) symbolically (through the use of

language). Significant others who communicate information about objects

or the person through the mediation of some symbol system (like language)

are called definers.

Definers may exercise their influence either on the filter cate-

gories the individual uses to define objects, cr on those he uses to de-

fine himself, or both. We may speak, then, of Object Definers, Self-

Definers, and Total Definers.

The definition of either objects or self may be modified by two

general techniques. Either the significant other may define the new

object directly by placing it into an existing filter category (e.g.,

education is a means to success), or by modifying the person's de-

finition of a filter category into which the individual has already

assigned the object. For example, suppose that the individual already

thinks education belongs in the category "means to success," the signi-

ficant other can try to affect a person's attitude toward education by

redefining the latter's orientation to success - -e.g., "you really

ought to aim at being a success." In this instance, it is important to

see that the significant other can define or affect an attitude toward an

object without mentioning or referring directly to that object. Such

influence is called' filtered.77

Definers, then, apparently exercise their major influence by com-

77. This is particularly important in explaining "hidden" influence.

See footnote 64- above.
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municating information to the individual via a symbolic medium. This

information can be directed either toward the individual's definition
of the object of the attitude or the individual's self-conception, or
both. It may be direct, in that it places the object or the individu-
al into previously defined filter categories, (it is called direct
because it directly mentions the object or the individual) or filtered,
in that it offers a definition of a filter category into which the ob-
ject or the individual has already been located by that individual.

B. Models

Even though most of the information which passes between two in-
dividuals may be via a symbolic medium such as language, by no means
all of it is so transmitted. If a person can get an individual to de-
fine ax into the filter category "implement for cutting down trees" by
telling him that it belongs there, he can do so at least equally well
by showing him. He can, simply, cut down a tree with an ax while the
individual is watching. Such a non-symbolic source of influence is
called here a model.

It is fairly simple to see how a person may be a model for an ob-
ject. A person may form or modify an individual's conception of "doc-
tor" simply by being a doctor where that individual can watch. Again,

a person may serve as a model for the object of the attitude itself or

as a model for the filter category in which the person has defined that
object--object models may be direct or filtered.'8

The case of models for the self is analytically similar, but intu-
itively a bit harder to grasp. If an attitude toward an object is a
person's conception of the relationship of the filter categories of
which he sees himself a member to the filter categories of which he
sees that object to be a member, a person must ascribe the same attitude

as his own to those other people he sees to be members of the same
filter categories of which he sees himself a member. The opposite is

true as well, and much more important from our point of view. People

that an individual sees belonging to the same filter categories to which
he sees himself belonging will serve as models for his attitude toward the
object insofar as these filter categories are relevant to the object in
question.

78. Merton's example of combat veterans serving as a reference group
for recruits is a good case in point. Recruits are not members of this
group, nor is it likely that they aspire to membership; neither is it

likely that they are trying to correspond to expectations the veterans
have for them. See Merton & Rossi, op. cit., p. 225.
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The analysis is really not too difficult. When an individual mem-
ber of a category acts or otherwise relates himself to an object, he
establishes the relationship of that category and all its members to
that object. Insofar as' ego sees himself as a member of that category,
too, that relationship applies to him as well. Since the function of
a self-model is to define the relationship of a filter category (into
which ego ascribes himself) to an object, all self models are inher-
ently filtered; there are no direct self models.79 For example, when
a student-activist seizes a university building, he defines that be-
havior as appropriate'to all members of the class student-activist. Be-

cause that behavior is' appropriate' to the whole class, it is, indirectly,
appropriate to all its members.

Several important considerations should be made hare. First of

all, we specifically employ the term "category" here, rather than
"group," even though it is clear that the members of these classes
or categories are always people, since it is categorical membership
that is the determining influence here, not group participation. A

79. Back's study of social communication and influence might have
some salience if several of his operations are redefined. One of
Back's conclusions was that cohesiveness was an important variable
associated with influence; that is, that members of highly cohesive
groups were more easily influenced by other members than was the case
in low cohesive groups. In operationalizing cohesion, however, it
seems likely that Back has created situations in which ego sees him-
self and alter to be members of the same category. For example, in
creating a high cohesion group based on prestige, Back told the sub-
jects: "We try to put together people who should be especially good
at this task. We checked on assignments from your lab instructor.
From all we could learn, you have all the qualifications which have
been set up to be good in this task; you two should be about the
best group we have had." If both individuals are particularly well
suited for this task at hand, then they must share, at least in part,
a certain relationship to the task area and its elements. Insofar as
the individuals make the inference that they are in the same relation
to the set of objects which constitute the test area, the abilities
connected with it,. learning skills, etc., then it can be argued that a
category based on common relation toward the test area has been formed
and the influence of one individual on the other can therefore be ex-
plained in terms of model for self and its consequent attitude ex-
changes. For a clear exposition of the Back experiment, see Kurt W.
Back, "Influence through Social Communication," in Maccoby, et. al.,
op. cit., pp. 183-197.
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membership group may be a reference category, but it does not have to

be. Thus tne term "reference group" tends to confuse rather than

clarify when used in this context.

It has force in defining attitudes for the individual insofar as

it serves as a membership category--not insofar as it is a group.

Secondly, a reference category serves as a referent only in regard

to those objects which are related to the criterion which compose it as

a category. We call this a "group referent." The category "democrat,"

for example, will serve as a referent only for political objects. This

follows from the fact that a category is said to exist only when and

insofar as all its members stand in the same relationship to the ob-

jects which define it as a category. The category "dog-lover" exists

insofar as all the members of that class stand in similar relation to

dogs and things related to dogs.

Third, when a'reference category also comprises a membership group,

additonal sources of influences come into play. The members of the

group referent serve as attitude models for the individual insofar as

they act with regard to the object(s) which comprise that group referent

as a category.8°

By combining all the techniques listed, we find that there are

seven modes of influence provided by the theory:

1. Definers for objects, direct.

2. Definers for objects, filtered.

3. Definers for self, direct.

4. Definers for self, filtered.

5. Models for object, direct.
6. Models for object, filtered.

7. Models for self, filtered.81

80. An important extension of this group referent takes place when the

objects which comprise it as a category are diffuse. In the extreme

case, when the objects which categorize the members of a membership

group are extremely diffuse and numerous (as would be the case in a

family or childhood friendship) the group referent can be seen to be

coextensive with the concept "primary group" since members of the

group will serve as attitude models for almost any object. Attitudes

will be interchanged on almost every topic. This usage corresponds to

the reference group as an object of cognitive comparison. (Sete Kelly,

loc. cit.)

81. There are no direct models for self. See previous page.
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This classification may also be used to estimate the level of in-

fluence of significant others. For these purposes we assume that the

more components of attitude a person modifies the greater is his in-

fluence; hence, a simple summation of modes will provide just such a

measure, albeit crude. Similarly the number of modes of influence
(model, definer or both) ought to be related to the pervasiveness of

the influence.

By assigning one point to being a model, one point for being

a definer and one point for each of the two parts of the attitude toward

which influence may be directed (self or object) we can arrive at a

system for roughly estimating the amount of influence any given signifi-

cant other exercises.

4. Scoring the Significance of the Other
Thus it a person were a model or a definer he would receive one

point. If he were both a model and definer, he would receive two points.

If he influenced part of an attitude (either self or object) he would

receive one point; if he influenced both parts (both self and object,

or the total attitude,) he would receive
emerges:82

two points. Out of this the

following scoring paradigm

MTDT = 4 where: D = Definer

MTDP = 3 M = Model

MPDT = 3 T = Influences total attitude.

MPDP = 2 P = Influences part of an

MT = 2 attitude (either self or

DT = 2 object but not both)

MP = 1
DP = 1

Thus MPDT = Model for tart of an attitude (either self or object)

and definer for the total attn.-64e (both self and object)

The rationale behind this system is not sophisticated; it is

simply based on the assumption that a reference group, for example,
which both served as a base for cognitive comparisons and as a normative

reference group would be more influential for an individual than a.

82. Filtering is left out of the ranking system for this reason: Some

individuals may use more filter categories for decining self or object

than other individuals, and it is the relative number of filters in-

fluenced to filters used that.ought to be related to amount of influ-

ence. A more rigorcus ranking system would take this into account..
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group which performed either but not both, and that a person who influ-
ences both components of an attitude is probably more influential than
a person who modifies only one. We shall return to this schema in the
next chapter.

5. Summary:

Significant others are defined as those people who exert an impor-
tant influence on the attitudes of an individual. The component struc-
ture of attitude consists of the individual's definition of the object
of the attitude, his definition of himself, and the consequent relation-
ship between the two. The individual forms his definitions of objects
(and himself) by placing them into categories, which, insofar as they
"filter" the individual's conception of reality, are called "filter
categories."

Significant others exercise their influence by defining objects (or
the individual himself) into these filter categories. They do so either
by communication through a symbol system (like language) or by example.
(The former are called definers, the latter models.) By cross classify-
ing these techniques, four types of influence emerge: models for ob-
jects, models for self, definers for objects, definers for self. The
more of these an individual exercises, the greater is his proportional
influence on the attitude, and the greater his significance as an other.
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CHAPTER III

SIGNIFICANT OTHER ELICITORS

1. Strategy:

Chapter One, by outlining the development of scientific work

pertaining to the educational and occupational attainment process,
documented the need for two new questionnaire instruments: first,

a device for identifying the significant others who influenced the

educational and occupational aspirations of any given youth, and

second, an instrument for measuring the expectations, norms or other

subject-object identifying information being transmitted by these

significant others to these young people. Chapter Two presented

the more salient theoretical considerations involved in the develop-

ment of such instruments. This chapter is meant to present the

underlying research strategy and actual methods employed in the

construction of those instruments.

The basic assumption underlying the research strategy, even
prior to the origination of the theoretical guides presented in

Chapter II, was that (a) significant others could be accurately

discovered through depth interviews with individuals, and (b) the

expectations, norms or other information which significant others

transmitted in some way to the individual could be elicited by

depth interviews with the significant others. With this in mind,

the original project proposal set forth the following research

strategy:

Phase 1: Exploration Phase A small group of students in

the last year of compulsory education will be interviewed

intensively to determine how to identify the persons
("significant others") whom youth believe to be important

to them and to gain insight into what youth perceive to be

the variables describing the levels of educational and

occupational expectation these people have for them. A

purposive sample of "significant others" will also be inter-

viewed to determine the way in which "others" expectations

vary from the point of view of the "others" themselves.
Depth interviewing techniques will be used because experience

has shown that people have difficulty in comprehending exactly

how interpersonal influence operates, even though they are

usually aware that such influences exist.
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Phase 2: Instrumentation Phase. Based on the above and on previous

literature, practicable questionnaire instruments will be selected

or (where necessary) designed, standardized, and validated (a) to

measure the individual's levels of educational and occupational as

pirations, (b) to identify the "others" who have educational and

occupational significance for him, (c) to measure "others" educa-

tional and occupational expectations for the youth.83

These procedures were broken down into five sample waves:

Wave I. Depth Interviews with Wisconsin youth. This wave will use

criteria of classification such as the following to generate

cells; one young person will be selected (arbitrarily) to fit

each cell. The tentative criteria are a) age-in-grade (over

age vs. at age), b) sex (male vs. female), c) race white vs.

negro), d) area of residence (rural vs. urban),e) father's

occupation (farm vs. blue.collar vs. professional-executive).

This generates 48 cells (2 x 2 x 2 x 2 x 3= 48), and thus in-

dicates that there will be 48 sample members. The objective of

Wave One is to determine who are the "significant others" of

the individual, how he views their expectations for him, and

what is the range of variation among different categories of

youth.

Wave 2. Depth interviews with "significant others". Interviews

will then be held with about 50 of the "significant others"

identified above. These will be selected purposefully so as

to obtain a mere or less balanced representation of a) the

categories of youth (from Wave One), and b) classes of rela-

tionship to the youth (e.g. "best friend": same vs. opposite

sex; relatives: mother and father, other; other profession-

ally-competent adult acquaintances: teachers, minister, etc;

counsellor).

Wave 3. Pretest of questionnaire instruments for identifying

significant others. A new sample, probably similar to the

above, will then be selected to try out the questions (deter-

mined on the basis of Wave One interviews) proposed as ways

of validly, reliably and inexpensively eliciting the indivi-

dual's "significant others".

83. From the original project proposal. See appendix A.
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Wave 4. Pretest of questionnaire instruments for measuring the

variables describing "Significant Others"' Expectations.

Questions presumably eliciting appropriate expectation data

will be determined from analyzing the Wave Two depth inter-

views. These will be tried out experimentally on about 100

of the Wave Two "significant others" not previously interviewed.

Waves 4a and b. Further pretesting. If the analysis of Wave' Three

data indicates that further pretesting is needed, some of the

"significant others" from Wave Two who have not yet been inter-

viewed, or those identified in Wave Three, may serve as addi-

tional samples.

Wave 5. Standardization sample, After the exact wording has been

determined, a new sample of youth will be selected. The exact

nature of the sample has yet to be decided, but it will probably

consist of a proportionate sampling in high and low income urban

and rural areas, attempting roughly to randomize selection of

individuals within areas. The sample size of youth is expected

to be about 100 and of "significant others" to be from 500-800.84

These proposed sample waves were followed rather closely in the

research process, as will be seen below. They serve two basic purposes:

1) the construction of the instruments for eliciting significant others

and 2) the construction of the instruments for eliciting the expectations

of the significant others. It is in the interest of clarity, perhaps,

to discuss each set of instruments separately.

2. The Construction of the Significant Other Elicitors (SOEs):

As the preceding section indicated, the SOEs were constructed prim-

arily on the basis of data collected from a series of depth interviews

of Wisconsin high school students. The interviews themselves were

guided by a protocol based on the theoretical considerations outlined

in Chapter II,

A. . The .
Attitudes on. Educat ion , Self , and_ Occupational, Protocol ( AESOP ) :

1) Introduction--Theory: Although initially based on a faith that

significiaelicited in depth interviews, the interview

protocols were designed to take account of the three fundamental theore-

tical assumptions detailed in Chapter II:

84. ibid.
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1) Attitudes are not indivisible units, but rather are constructed

of component parts. Consequently it is possible for a significant

other to exercise influence over parts of an attitude as well as

the entire attitude; 2) attitudes and the components of attitudes

themselves rest on larger cognitive structures (filter categories)

and consequently may be modified indirectly by modification of these

larger structures; and 3) influence over attitudes, their components

or the larger structures on which they depend may be caused both by

persons and groups that set norms for the individual by holding ex-

pectations for him or in some other way communicating with him and

by persons or groups which stand as points of cognitive reference.

In addition to these three considerations, a fourth was added.

Education, occupatioa, and the self-concept, although related, are none-

theless conceptually distinct objects, and the possibility that significant

others for an individual's attitude toward one might but need not be

significant others for his attitude toward the others had to be left open.

2) Sections of the Protocol: In order to account for these four

considerations, the protocol was divided into three major sections:

occupation, education and self. Section One attempted to elicit the

names of those persons who excercised major influence over the indivi-

dual's definition of occupation. Section Two attempted to elicit the

names of those persons who excercised major influence over the indivi-

dual's definition of education. Section Three attempted to elicit the

names of those significant others who excercised influence over the

individual's definition of his self conception (or, more accurately,.

those aspects of his self conception relevant to his educational and

occupational behavior).

But the individual's definition of objects (occupation and educa-

tion) and self is dependent on his definition of the filter categories

of which he considers them to be members, and so influence directed to-

ward these filter categories would also affect his definitions of occu-

pation, education and self. Within each major section, (occupation,

education and self), therefore, the first step in the interview proce-

dure was to elicit the filter categories upon which the individual based

his definitions of the object in question. This was accomplished simply

by asking the person to define the object in question (occupation, educa-

tion or self). The responses to these questions were considered filter

categories.

Finally, for each object and each filter category, two basic

questions (and variants thereof, at the interviewer's discretion)

designed to elicit significant others were asked: 1) A question de-

signed to determine definers (e.g., Who have you talked to about that?)
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and 2) Questions designed to elicit models (Who do you know who does that?
Who do you know who is like that?)

In general, then, the interview protocol consists of three sections,
one for occupation, one for education, and one for the self conception.
Each section 1) specifies the object in question, 2) elicits the filter
categories the individual uses for defining that object, and 3) elicits
the models and definers for a) the object and b) each filter.

a.) The Occupational Section: The two purposes of the occupational
section of the Attitudes on Education, Self and Occupation Protocol are
1) to determine the filter categories the individual uses to define
occupation as an object, and 2) to elicit the names of those significant
others who influence his definition of that object and those filter cate-
gories. Although a fairly cumbersome process to describe, it is actually
quite simple to do. The interviewers were allowed considerable latitude;

even so, several common features were a part of all th,_ interviews perform-
ed as a part of this project.

Basically, occupation as an object was broken into several components
either previously designated in the literature or on common sense: 1)

occupations (or jobs) in general, 2) specific jobs the subject had con-
sidered or was considering or had been urged to consider, 3) the ideal
jobs he would like to choose if he had no restrictions whatever,85 and
4) the best jobs he thought he could realistically attain.86 He was
asked a) to define each of these, b) what he liked or disliked about
each of them and c) to discuss them generally. (Specific questions were
at the interviewer's discretion.) The answers to these questions were
considered filter categories. After each filter or set of filters had
been elicited, the subject was asked 1) who had spoken with him about that,
(a definer item) and 2) who had a job like that, or with an attribute like
that (model item). Again, the actual question wording was at the dis-
cretion of the interviewer.87 The interviewer was instructed to leave
an area of questioning when no new responses were forthcoming, but he
could return later at his discretion. The actual temporal ordering
(except that model and definer items must obviously be asked after each
filter is elicited) is unimportant and was varied to suit the subject.

85. Haller and Miller, op. cit., pp. 8-9, 60-61.

86. ibid.

87. The interviewers are described on pp. 39,
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b.) The Educational Section: The educational section of Attitudes

on Education, Self and Occupation Protocol has two functions parallel

to the occupational section: 1) to discover the filter categories the

individual uses for defining education as an object, and 2) to elicit

the names of those significant others who influence the subject's de-

finition of education and his filter categories for education. The

procedure is exactly parallel to that of the occupational section.

First the individual was asked to discuss education (or school)

in general, then any specific schools he has thought about or been

urged to think about; the education he would ideally like to receive

and the education he realistically expected to attain. He was asked

what he liked or disliked about each of them as well. His answers were

considered filter categories. After each filter or group of filters

was elicited, model and definer questions were asked: (e.g., do you

know anyone who went to a school like that? Who have you talked to

about school, university, college, trade school, etc.?--depending on the

filters elicited.) As in the occupational section, the interviewer was

left free to enter and leave areas of questioning as circumstances seemed

to prescribe.

c.) The Self-conception Section: As in the occupational and educa-

tional sections, the self section has two primary purposes: 1) to deter-

mine the filter categories the individual uses to define those parts of

his self conception relevant to education and occupation, and 2) to de-

termine the names of those significant others who influence his defini-

tion of himself or the filter categories he uses to define himself, in

reference to education and occupation. Unlike the preceding two sections,

it can be seen to divide itself into two subsections: 1) those self-

filters relevant to occupation, and 2) those self-filters relevant to

education. Although it is separated analytically from the occupational

and educational sections and recorded separately (see section two below,

Recording) it is at least partially handled simultaneously with those

sections. When a specific occupation is elicited in Section One, for

example, the interviewer, might ask "What qualities are needed for a job

like that? Do you have such qualities? What qualities do you have?"

etc. These same questions (whose wording, again, is varied by the

interviewer to suit the situation) can be asked after each occupational

and educational filter is elicited, and alone after both Sections One

and Two have been completed. The responses to these questions are,

operationally, filter categories for self. After each filter category

for self is elicited, model and definer items are asked.

Although this is an accurate broad description of the protocol, in

practice each interviewer was allowed a great deal of latitude. The
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interviewer may move from item to item both within and across sections
as he sees fit. The interview is terminated when no new responses can
be elicited. Here the judgment of the interviewee is important because
it is possible to put filter categories into the respondent's mouth by
leading questions, but, as a general guide, most interviews are termin-
ated after between three-fourths to one and one-half hours have elapsed.
As the interviewer's familiarity with the protocol increases, the time
required is generally reduced.

3) Recording of Interviews: Although all interviews were tape re-
corded, each interviewer kept his own set of notes, both for the conven-
ience of those who would later analyze the results as well as for his own
assistance in recalling what had been said earlier as the interview pro -
gressed."

The note-taking procedure which seemed most useful is quite simple,
and is illustrated in Figure Two.

The left-hand column indicates the object under consideration- -
occupation in general, specific occupations, ideal occupations, realistic
occupation, education, specific schools, self corception, etc. The cen-
tral column indicates the filters mentioned for each of the objects in the
left-hand column. To the right of each of these filters, in the right
hand column, the interviewer records the significant others identified
for each filter. Generally the interviewer makes three separate sheets
for each interview: one for occupational objects, one for education and
one for self.

As Figure Two indicates, for work in general, the individual
listed "enjoyable," "pleasure," "independence," and "sufficient income"
as filter categories. (Theoretically this would mean he evaluates jobs in
terms of the degree to which they fulfill each of these functions). The
right-hand column indicates that Mary Jones (his cousin), his father,
brothers and Bob James (his friend) have spoken to him on those points.

A little further down in the right-hand column the symbols (e) and
(-) may be found next to names of significant others. The letter (e),

88. Each interviewer's notes were later checked against the tapes by
another interviewer. All analyses were performed from corrected notes.

89. Figure Two shows an occupational section. Examples of educational
and occupational forms may be found in Appendix B.
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FIGURE TWO*

SAMPLE INTERVIEW PROTOCOL

1. Occupational Variables:

Object

Work (General)

Photographer

Telephone Company

Professional
(e.g., Teaching) as
Opposed to Trade

(e) = example (Model)
(-) = negative influence

Filter

Enjoyable, Pleasure

Independence
Sufficient Income

Meet People
Likeable
Exciting

High Paid
Independence

Free Education
Easy Access

For educated people
Costly
Pays well
High Status
Unappealing
Hard
Requires Patience
Requires Cooperation
Lack of Independence

38

Significant Others

Mar.! Jones (cousin)

Father, Brothers
Bob James (friend)
Father, Brothers

Jeff Douglas
Jeff Douglas
Jeff Douglas
(best friend)
(Father) ( -)

Neil Browder (e)
(Acquaintance)
Phil Ingram (e)
(Co-worker)
Aunt, Uncle
Uncle (Bill Robertson)

Brother (Ralph)
Art, Neil, Bob, Jeff
Phil, Uncle ( -)

Phil, Uncle (-)

Phil
Phil
Phil



standing for "example," model; (-) indicates a negative model; i.e., some-
one who does not have one of the desired traits.

4) Sample: The basic criterion for sampling revolved around the pGr
sons to whom the final questionnaires were meant to apply. A questionnaire
based on filter categories used by Whites or females in defining education or
occupation would be useless for Negroes or males if Negroes or males used
different filter categories for defining education and occupation. These

considerations required a sample representing members of different social
categories.

Five social categories were chosen: race
96

sex, residence, (rural vs

urban) socio-economic status and age-in-grade. Forty-eight cells are

generated by this cross-classification. (See Figure Three. Some, of course,

are highly improbable (e.g., urban farm cells) and some occur very seldom

in Wisconsin (e.g., rural Negro cells.) Altogether, visits to five Wiscon-
sin high schools91 yielded 31 cases with one subject per cell. Darkened

cells were not available in the sample.

5) Interviewers: The interviews were conducted by the chief project

assistant and five graduate research assistants in sociology. Although

none of the research assistants had had previous experience as interviewers,
each was trained in the use of the protocol by the project assistant and
accompanied him on at least one interview before interviewing alone. All

interviewers also had the opportunity to listen to tapes of each others'
interviews, both on their on initiative and in staff seminars during which
tapes of special interest were played and discussed. At best two of the
interviewers had had substantial undergraduate training and come graduate
classes in sociology.

90. Age-in-grade refers to the age of a student compared to his cJassmates.
It is included since being over age-in-grade (as a consequence of being
held back, etc.) is related to dropout behavior.

91. We are very grateful to officials of Milwaukee North Division,
Milwaukee Washington, Eau Claire Memorial, Oregon Central and Milton Union
High Schools for assistance in the collection of these data.
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6. Analysis: As Chapter II suggested, a questionnaire instrument for

eliciting significant others must, in addition to asking the individual who

influences his attitudes, elicit those who influence (1) parts of attitudes

(self or object) and (2) the filter categories on which his definitions of

self and object rest. A reasonable strategy for causing the individual to

think of those who influenced his definition of self, object and the filter

categories on which they depend was to list the actual filter categories

themselves and then ask model and definer items for each filter, as is done

in the interview protocol.

a.) The Problem of Multiple Filters: Although this was relatively

easy in the case of the interview protocol since each individual provided

his own unique filters on the spot, when all the filters from all the in-

terviews were combined they amounted to several hundred, obviously too
many to list in a practical questionnaire. Even when divided into filters

for education, occupation and self, the number was still prohibitive.

Accordingly, all the filters for each of the three objects, - -occupation,
education and self, - -were grouped together into the smallest number of
t.ategories which would include them all. The basic aim was to create a

small enough number of categories to include on a questionnaire instrument

without omitting any important filters mentioned by the interview subjects.

b.) Filter Categories for Occupation: The original purpose of elicit-

ing filter categories at all, of course, was to use them as cues to remind

the subject to think of people who have indirectly influenced his thinking

about occupation. If an individual did not influence the subject's defini-

tion of working, or of being a doctor, perhaps he did influence his thinking

about money or how much money a person should earn. This, of course, would

influence the individual's occupational choice; income would be a filter

category for occupation. But after all the filters were coded from the

occupational section of the protocol there were far too many to include on

a reasonable questionnaire. Typical responses were "working with people,"

"good pay," "service to humanity," "high status," "work around animals,"

"a way to make a living," etc. Although there were many individual res-

ponses, a striking characteristic of the list was the great similarity of

most of the items to each other. The following actual filters - -livelihood,

means to support, to buy necessities, $1.00 -$1.70 per hour (or other actual

salary figures) means to support family, make money, compensation, survive,

--all involve earning money, for example. Because the number of interviews

was too small for any meaningful statistical analysis, all occupational
filters were intuitively classified on the basis of similarities like those

listed above. Four categories emerged into which almost all the filter

categories seemed easily placeable: Intrinsic Nature, Extrinsic Nature,

Intrinsic Function and Extrinsic Function.
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1.) Intrinsic Nature: This category is made up of all those responses
indicating aaraties contributing directly to the'work of a
particular kind of job; for example installing pipe is part of the work
called "plumbing." Some of'the more frequent items included in this class
were managing people, selling, farthing, designing houses, singing, writing
theories, etc.

2.) Extrinsic Nature:' This category is made up of all those responses
Which describe the environments in which the direct activities occur; the
best synonym, perhaps, is working conditions, such as heavy work, work out-
doors, work around animals, work with my hands, leave free time for travel,
not too strenuous, fun, etc.

3.) Intrinsic Function: This Category describes the purpose of a job;
the actual reason for the job's existing; e.g., healing people, manufactur-
ing houses, lietterii_agt_iumanitys It is distinguished from (1) above in that
it refers to the reason the 'job is done rather than the actual activity
being done.

4.) Extrinsic Function: This category refers to those functions which
are not inherently part of a job, but which can be served by almost any
job; e.g., earn money, advancement, high prestige, buy a house, earn the
things you need, support family, etc.

This, of course, is by no means the only classification schema that
could be imposed on this data. Its usefulness hinges on the assumption
that the mentioning (on a questionnaire instrument) of these four cate
gories, along with several sample items of each, may cue the individual
to think of the actual filter categories he has used to define occupation,
and hopefully help him remember who he talks to or sees as examples of
each of them.

At the same time and independently, Gregory and Lionberger at the
University of Missouri, factor analyzed the responses of 1091 high school
students and college freshman in MissoUri to 23 items describing occupations
drawn from the literature.92 The analysis yielded the four factors shown
in Figure Four.

92. C. L. Gregory and Herbert F. Lionberger "Idealized Vieii of Occupa-
tion-geld by FreshmanStudents in a Midwestern University and High SchOol
Seniors in Country7Small City,. Missouri," unpublished. paper presented.
at Rural Sociological Convention, San Francisco, August, 1967.
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FIGURE FOUR

rnEGORY-LIOIIBERGER FACTORS Ii' OCCUPATIONAL ATTPIDUTES

Four Factors in
Occupational Attributes Estimated Loadings

I. Management Creativity (Intrinsic Nature)

Work that requires nanaging of and responsibility

for people .66

Work that requires management and responsibility

for money .57

People with whom I would associate .54

Selling ideas or things .50

Working with people .45

Work that requires considerable thought and

development of ideas .45

II. Materialistic Doer (Extrinsic Nature)

Work requiring much physical activity .69

Work out of doors .68

Opportunity to be close to nature .63

Working with things .60

Work involving much use of tools and machines .59

III. Personality Fulfillment (Intrinsic Function)

Service to humanity .49

How my interests and abilities fit in .45

How important people feel the occupation is .44

Feeling of accomplishment .44

People with whom I would associate .41

IV. Extrinsic Reward (Extrinsic Function)

Good retirement plan .56

Good beginning pay .55

Chance for advancement .53

Being able to keep the job as long as I want to .46

Jobs available in the field .40

93. Adapted from ibid.
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The four factors are almost identical to those suggested above (although
the names assigned to them are different). When the titles of the filter
categories uncovered in our own intuitive analysis are placed over (in
parentheses) Gregory and Lionberger factors, even the items themselves are
almost identical. This similarity between Gregory and Lionberger's occu-
pational factor structure and our own intuitive classification lends a
great deal of encouragement to our analysis.

Now the assumption here is not that all people use all four filter
categories in defining occupation in general or any job in particular, but
that everyone uses at least one of them and that virtually no one uses any
other. In fact, although the data are sketchy and the small, non-random
and unrepresentative sample prohibits our reporting it here as substantive
finding with any confidence,,interviewers report differences particularly
between Negro and white aspirers and low and high* aspirers in the way they

classify occupations. In response to the question "What kind of job would

you like to have?", Negroes sothetimes respond "Yes, I would like to have

a job." Apparently, interviewers feel, the distinction between different
jobs is relatively unimportant to the Negroes interviewed, that the real
distinction is between having and not having a job.

Interviewers also feel that low aspirers tend to rate jobs almost
exclusivgky on the extrinsic function filter, a'characteristic shared by

Negroes. 't

c.) Filter Categories for Education: The'filter categories for

education were compiled from the educational section of Attitudes on
Education, Self, and Occupation Protocol in the_sathe fashion as for
occupation, and the same four major categories located in ,the occupation -

.al section -- Intrinsic Nature, Extrinsic Nature,inttinsic Function and-
Extrinsic Function- -seemed to describe the educational filters equally

well.

1.) Intrinsic Nature of Education: This category refers to those

activities which are essential to education as an object, such as reading
and doing assignments, hard work (mentally), requires application, study-
ing, writing, etc. It generally refers to the actual academic work of

education.

94. Once again, these are not substantiated findings but rather
interviewers' impressions only.
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2.) Extrinsic Nature of Education: This filter refers to those

things generally associated with the life of a student, such as living

in dorms, social activities, not regimented, on your own, allows free

time, etc. It generally refers to the usual academic environment.

3.) Intrinsic Function of Education: This filter refers to those

ends which are by its nature associated with education, such as improves

thinking, gain knowledge and facts, self-development, broadens you, name

of a specific subject, etc.

4.) Extrinsic Function of Education: This filter refers to the non-

educational ends which education may serve, as helps you get a good job,

necessary to get ahead, leads to higher income, lends prestige, etc.

d.) Filter Categories for Self Conception: One of the implications

of the theoretical discussion in Chapter II is that individuals identify

themselves by citing relationships to the objects of their experience.

Apparently, those aspects of the self conception which are relevant to

educational and occupational behavior are the individually conception of

his relationship to educational and occuaptional objects and filter cate-

gories. All the filters elicited for self fit without too much strain

into the filter categories already established toward education and occu-

pation. Thus I am athletic constitutes a relationship toward the ex-

trinsic nature of education (sporting events, etc.,); I am intelligent,

I learn quickly, may be seen as orientations toward the intrinsic nature

of education (academic work); I want to get ahead is an orientation to-

ward the extrinsic function of education and occupation, etc. Consequent-

ly no new filter categories were constructed for self conception. Cues

for self conception on the questionnaires were constructed by asking the

individual to think of his personal relationship to the same filters as

had already been used in the educational and occupational sections. The

difference here is that, in the educational and occupational sections the

individual is asked about education and occupation in general; in the

self conception section, he is asked about his particular relation to

those objects and filters. This will be discussed more thoroughly in the

section of this chapter on the actual questionnaire instruments.

B. Preliminary-Questionnaire Instruments:

Subsequent to the interviews described in section (2) above, initial

questionnaire instruments were constructed. The questionnaires were

based on the same theoretical presumptions as the interview protocols:

that influence may be exerted on parts of (self and object) as well as

whole attitudes; that that influence may be excercised through filter

categories, and that the two primary modes of influence are defining
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and modelling. The one key deviation was that, in the interviews,

subjects were allowed to supply their own filter categories for educa-

tion, occupation and self, while in the questionnaire, filters are pro-

vided by the instrument itself.

Two basic instruments were devised: one to detect occupational

significant others and one to detect educational significant others.

Various stimulus items95 cued the individual to think of the four filter

categories for object and, after each such cue, asked questions designed

to elicit models and definers. Then the test cues' the individual to

think of his relationship to each of the four filter categories, and

asked model and definer questions again.

Two basic forms of each instrument were constructed: a long form

in which the subject was asked to answer Likert-type questions about

each filter category, and a short form in which the filter categories

were simply mentioned.

These fairly cumbersome early instruments 14ere pretested on 20 high

school students at Milton Union High School. Each student was inter-

viewed briefly after taking the tests, and potential wording difficulties

and misunderstandings were discussed. Regression lines for long and

short forms for each individual were hand-plotted and, based on this

analysis, revised and shortened instruments were prepared and administered

to another pretest sample in Madison's Edgewood High School, a private

church-related school. (N = 20 seniors). These students, too, were

interviewed about their reactions to the test. Finally, a pretest t,ariple

of 429 high school juniors was drawn ig6Eau Claire, Wiscoly.ia, and the

revised instruments were administered.

95. The actual wording of the items was changed somewhat aktr It test,

but the basic structure remains substantially the same; consequently a

full description will be reserved for the final form of the instrument in

the next section.

96. nese *-Ito prrtielly a,lolyneo in LlizaLLth Cc.weitze,

tory Research Into the Relationship Among Socio-economic Status, Cgnifi-

cant Other Influences and Level of Occupational Aspiration, unpublished

Master's thesis, University of Wisconsin, Madison, 1968; Joseph Woelfel,

"A Paradigm for Research on Significant Others," unpublished paper pre-

sented at joint sessions of the American Sociological Association and the

Society for the Study of Social Problems, San Francisco, August, 1967.
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C. Final Significant Other Elicitor Instrument:

The seven-page questionnaire instruments, the Occupational and Educa-

tional Significant Other Elicitors,98 emerged from these pretests. Both

are rapid administration questionnaires for use in either individual or

group-testing situations which may be administered by non-technical per-

sonnel. Aside from wording changed in the items themselves, they are

identical in concept to the original instruments described in the preceding

section.

1.) The Occupational Significant Other Elicitor: The Occupational

Significant Other Elicitor consists of seven pages. Page One (the cover)

contains the name of the instrument and provides space for the subject's

name. Page Two is an instruction sheet including a sample item. The

instructions are comprehensive and simple; they require no amplification

by the administrator, although it is recommended he read them aloud with

the subjects. Page Three is the first substantive page. The first para-

graph (numbered One) lists the four filter categories for occupation- -

Intrinsic Nature, Extrinsic Nature, Intrinsic Function and Extrinsic

Function, although in terms the pretests suggested were more understand-

able to high school populations--along with example items from each filter.

Its purpose is to cue the individual to think of the filter categories he

uses in defining occupation. The following four items--numbered A through

D--are definer items for the filters, which are repeated. Thus Item A asks

the individual to identify definers for the intrinsic nature filter for

occupation. If a name appears at all on this page that person is classed

a definer for object and is assigned one point. (Since not all persons

are expected to use all filters, the number of times a name appears on a

page is not relevant to scoring; scoring is based rather on the number of

pages on which a name appears.)

Page Four lists all four filters again, but this time asks model if ems

for each filter. Persons whose names appear on this page are classed as

model for object and receive one point.

Page Five reiterates the four filter categories for occupation, but

this time cues the individual to think specifically about his relationship

toward each of them. Items A through D are definer eliciting items for

his orientation to each of the filter categories. The persons whose names

are elicited on Page Five are definers for self and are scored one point.

97. See Appendix B.

98. Two additional long-form instruments were also develcped primarily

for validation purposes and may be found in Appendix B.
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Page Six asks model items for each of the self filters. Names of

persons occuring on Page Six are models for self and are scored one point.

Page Seven is the concluding page and urges the subject to check over

his form one more time before handing it in.

2.) Scoring the Occupational Significant Other Elicitor: As is evident

from the description preceding, the instrument classifies and scores signifi-

cant others according to the pages on which their names occur. Chart One,

page 50, summarizes the scoring procAurs: (and includes the appropriate

expectation elicitors, to be described in the next chapter).

3.) The Educational Significant Other Elicitor: The Educational Signi-

ficant Other Elicitor consists of seven pages. Page One (the cover) con-

tains the name of the instrument and provides space for the subject's name.
Page Two is an instruction sheet including a sample item. The instructions

are comprehensive and simple; they require no amplification by the adminis-

trator, although it is recommended he read them aloud to the subjects. Page

Three is the first substantive page. The first paragraph (numbered One)

listd the four filter categories for education -- Intrinsic Nature, Extrinsic

Nature, Intrinsic Function and Extrinsic Function, although in terms the

pretests suggested were more understandable to high school populations- -

along with example items from each filter. Its purpose is to cue the indivi-

dual to think of the filter categories he uses in defining education. The

following four items -- numbered A through D - -are definer items for the filt-

ers, which are repeated. Thus Item A asks the individual to identify de-

fine s for the intrinsic nature filter for education. If a name appears at

all on this page that person is classed a definer for object and is assign-

ed one point. (Since not all persons, re expected to use all filters, the
number of times a name appears on a page is not relevant to scoring; scoring

is based rather on the number of pages on which a name appears.)

Page Four lists all four filters again, but this time asks model items

for each filter. Persons whose names appear on this page are classed as

model for object and recieve one point.

Page Five reiterates the four filter categories for education, but this

time cues the individual to think specifically about his relationship toward

each of them. Items A through D are definer elicitini-ilems for his orienta-

tion to each of the filter categories. The persons whose names are elicited

on Page Five are definers for self and are scored one point.

Page Six asks model items for each of the self filters.
sons occuring on Page Six are models for self and are scored

Page Seven is the concluding page and urges the subject

his form one more time before handing it in.
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4.) Scoring the Education Significant Other Elicitor: As is evident

from the description preceding, the instrument classifies and scores signi-
ficant others according to the pages on which their names occur. The chart

on Page 50 is a complete description of the scoring procedure.

3. Summary:

The Significant Other Elicitors are questionnaire-type instrument: for
the detection of significant others for education and occupation. They flow

from two basic sources: 1) The theoretical assumptions set forth in Chapter
11 and 2) interview data gathered from depth interviews of Negro, white,
urban, rural, male, female, overage and normal age-in-grade Wisconsin high
school youth. Both instruments were refined and modified as a result of
three separate pretests in different populations drawn from three cities
aL.3 tcwns in Wisconsin.

The instruments classify significant others according to the component
of attitude over which they exercise influence (object, self or both) and
the mode of influence employed (modelling or defining).
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CHAPTER IV.

THE EXPECTATION ELICITORS

1. Introduction:

Once significant others for any individual have been identified,

a description of the interpersonal influence process still requires a

knowledge of the particular influences those significant others are

transmitting to that individual. This task is the one for which the

Wisconsin Significant Other Battery Expectation Elicitors99 have been

designed. This chapter will describe those instruments. Section Two

discusses the general theory of the questionnaires. Section Three des-

cribes each instrument and relates it to the theory. Section Four dis-

cusses the administration of the instruments to individuals to detect

their aspirations as opposed to administering them to significant others

to elicit expectations, and Section Five discusses scoring of the instru-

ments.

2. Theory:

The Expectation Elicitors were developed simultaneously with the

Significant Other Elicitors, are based on the same 61 interview cases

and theoretical presumptions, and are meant as a complement to those

instruments. Most simply and generally, just as the Significant Other

Elicitors operated by asking the individual who he talked to or used

as a model about objects and filter categories, the Expectation Elicitors

operate by asking the significant others what they themselves think

about or tell the individual about the objects or categories. Although

the instruments are very simple, the fact that slightly different ver-

sions of each have been provided depending on the exact classification

of the significant other in question makes them somewhat difficult to

explain concisely.

As were the Significant Other Elicitors, the Expectation Elicitors

are based on the theoretical presumptions of Chapter II.

1.) Attitudes are not indivisible units, but rather are con-

structed of component parts. Consequently it is possible for

a significant other to exercise influence over parts of an atti-

tude as well as the entire attitude; 2.) attitudes and the

components of attitudes themselves rest on larger cognitive

99. Expectation Elicitors is a convenient but not exactly accurate

title since, although expectations are elicited by the instruments,

expectations do not constitute all that is elicited.
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structures (filter categories) and consequently may be

modified indirectly by modification of these larger

structures; and 3) influence over attitudes, their

components or the larger structures on which they depend

may be caused both by persons and groups that set norms

for the individual by holding expectations for him or in

some other way communicating with him and by persons or

groups which stand as points of cognitive reference.

In accordance with these three distinctions, expectation forms have

been provided for models and definers, for significant others for object

and self, and for direct and indirect (through filter categories) signi-

ficant others. Chart Two illustrates all the kinds of Expectation

Elicitors in the Wisconsin Significant Other Battery. Column One con-

sists of instruments meant to be administered to those significant others

who influence only the individual's definition of the object (either

education or occupation). Since, without relating the object directly

to the self, an object can only be defined by placing it into categorie;9°

The four direct-object cells are labelled Null, or impossible, and no

tests have been written to fill them. Column Two consists of instru-

ments meant to be administered to those significant others who influence

either the individual's definition of self or his whole attitude. Self

and Total are combined in this chart (that is, the same instruments are

administered to self and total significant others) because, operationally

within this research, the self conception is defined in terms of the

individual's perceived relationship to the object in question and its

filter categories; i.e., "I am the kind of person who would do well in

school," etc. Consequently, any definition of self will operationally

imply a reference to the object or object filter category, and will

constitute a reference to the whole attitude. Thus, if a person were

identified by the Significant Other Elicitor instruments (see Chapter

Three) as a significant other for object only, he would receive an in-

strument from Column One. If he were identified as a significant other

for either self or the total attitude, he would receive an instrument

from Column Two.

The two major roes, occupation and education, refer to the attitude

for which the significant other is influential. If his name is

elicited on the occupational Significant Other Elicitor, he would

100. See Chapter II.
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CHART TWO

Schematic Chart of Expectation Elicitors

I II

OBJECT

TYPE INFLUENCE

I ATTITUDE

OBJECT

COMPONENT

SELF AND

TOTAL

-DIRECT NULL 1 2 (02)

MODEL FILTER (01) 3 4 (03)

OCCUPATION
DIRECT NULL 5 6 (04)

DEFINER

FILTER (01) 7 8 (05)

DIRECT' 9 10 (E2)

MODEL

FILTER (El) 11 12 (E3)

EDUCATION

DIRECT NULL 13 14 (E4)

DEFINER
FILTER. (El) 15 16 (E5)
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receive an instrument from the occupational row, for example. Within

that row, if he were identified as a model, he would receive a model

instrument, and if a definer, a definer instrument. If he were both

model and definer, he would receive both. Thus, if a person were

found by the occupational significant other elicitor to be a definer

for object and a model for total, he would receive the instruments from

cells seven, two, and four.101

The direct filtered distinction within model and definer rows refers

to whether the influence is exercised by directly linking the person

with the object (e.g., You should be a Doctor) or through a filter cate-

gory (e.g., You should earn a lot of money, help humanity, etc.) Since

direct influence is defined here as directly linking the person to the

object, all direct-object cells are logically impossible; the direct

linking of object and person automatically placed the influence into
the total attitude cell, since the total attitude is involved.

The basic purpose of Chart Two is simply to illustrate the idea

that different kinds of significant others exercise differeLt kinds of

influence, and so different kinds of instruments must be designed to mea-

sure these different kinds of influence. A significant other, for

example, who served as a model for object could well be a doctor that

the individual knew. The individual's observation of that doctor could

serve as evidence about what being a doctor is like. Yet if a definer

form were sent to that doctor asking him his expectation for the in-

dividual's future job, the doctor might be completely confused; he may

not even know the individual at all, much less what his occupational

future may be like. How each of these forms performs its individual

function can best be explained individually. Chart Two will serve as a

quick guide as to which Expectation Elicitor to adthinister to any

significant other based on his Significant Other Elicitor type.

3. Description of the Instruments:

A.) Form 01:
102

Form 01 is an occupational forms It requests

101. Direct and filtered instruments are different in form, and that

difference will be explained below. Any significant other, however,

receives both instruments within any cell, since the WISOB SOE does not

distinguish significant others who operate by filters from those who

operate directly. Both Expectation Elicitor-forms are administered so

that the influence may be tapped no matter which it may be.

102. All Expectation Elicitor forms can be found in Appendix B.
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significant others to report their definition of occupation as an ob-

ject. This is done by asking the significant other to rate occupation

on each of the four filter categories for occupation. (See Chapter

Three.) Since defining occupation as an object does not require a

knowledge of the individual for whom the significant other is a signifi-

cant other, Form 01 may serve for both definers and models. Form 01 fills

cells three and seven of the chart on page 53.

B.) Form El: Form El is the educational counterpart to Form 01.

The form is= identical to that of 01, but the person is asked to rate

education on each of the four filter categories for education. Form El

fills cells 11 and 15 of the chart on page 53.

C.) Form 02: Form 02 is an occupational form meant to be admin-

istered ty models for self and models for the total attitude. It asks

the significant other to set down his own orientation toward the occupa-

tional hierarchy. Insofar as it refers directly to that significant

otheit orientation to the object (occupation), it is a direct form. It

fits into cell two of Chart Two.

Basically, Form 02 is a slightly modified version of the Occupa-

tional Aspiration Scale.103 The Occupational Aspiration Scale is an

eight item multiple-choice instrument. It includes items permitting

responses at both the realistic (the best job the person is sure he can

attain) and the idealistic (the level the person-would most like'to

attain if nothing stood in his way) expression levels of level of occupa-

tional aspirations, each at two goal-periods, called career periods in

this context, short range (end of schooling) and long range (at age 30).

The four possible combinations of these components are each assessed

twice, thus giving a total of eight questions. The alternatives for

each item consist of ten occupational titles drawn from among the ninety

occupations ranked by the National Opinion Research Center104 study of

the prestige of occupations (see Table One). Each occupation is pre-

sented as a possible response only once on the form. Alternative re-

sponses for each item systematically span the entire range of occupa-

tional prestige, and are scored from zero to nine. Operationally, an

item score of nine indicates that the respondent has chosen an occupation

from among the eight highest prestige occupations on the National Opinion

Research Center scale, and an item score of zero indicates that one of

103. See Haller and Miller, op. cit.

104. National Opinion Research Center (1947). Jobs and Occupation:

A Popular Evaluation, Opinion News, 9:3-13.

55



TABLE ONE

Summary of the Relation Between the National
Opinion Research Center Occupational Prestige
Scores and the Occupational Aspiration Scale

Format

National Opinion Research
Center Rankings Occupational Aspiration Scale

Occupation Score Item Question Score

1) U.S. Supreme Court Justice 96 1 R-S 9

2) Physician 93 2 I -S 9

3) State Governor. OOOOOOOOOOO 93 3 R-S 9

4) Cabinet Member in Federal
Government 92 4 I-S 9

5) Diplomat in U.S. Foreign

Service 92 5 R7L 9

6) Mayor of a Large City 90 6 12-1 9

7) College Professor 89 7 R-L 9

8) Scientist.. 89 8 I-L 9

9) U.S. Representative in
Congress T. 89 1 R-S 8

10) Banker. 88 2 I-S 8

11) (Government Scientist).(a) 88

12) County Judge 87 3 R-S 8

13) Head of a Department in a
State Government 87 4 I-S 8

14) Minister (or) (b) 87 5 R-L 8

10-Priest 86 5 R-L 8

16) .Architect 86 6 I-L 8

17) Chemist 86 7 R-L 8

18) Dentist OOOOO oT 86 8 I-L 8

19) Lawyer 86 1 R-S 7

20) Member of the Board of
Directors of a Large

Corporation 86 2 I-S 7

21) Nuclear Physicist 86 3 R-S 7

22) Psychologist 85 4 I-S 7

3) Civil Engineer 84 5 R-L 7

4) Airline Pilot 83 6 I-L 7

(a) Titles in parentheses not used in the Occupational Aspiration Scale.

(b) Both are combined as a single alternative in the Occupational Aspiration
Scale.
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National Opinion Research
Center Rankings Occupational Aspiration Scale

Occupation Score

25) Artist who Paints Pictures
that are Exhibited in Galleries 83

26) Owner of a Factory that
Employs about 100 People 82

Item

7

8

Question

R-L

I -L

Score

7

7

27) Sociologist 82 1 R-S 6

28) Accountant for a Large
Business 81 2 I -S 6

29) Biologist 81 3 R-S 6

30) Musician in a Symphony
Orchestra 81 4 I -S 6

31) Author of Novels 80 5 R-L 6

32) Captain in the Army 80 6 I -L 6

33) Building Contractor 79 7 R-L 6

34) (Economist) (a) 79

35) (Instructor in the Public

Schools) (a) 79

36) Public School Teacher 78 8 I-L 6

37) County Agricultural Agent 77 1 R-S 5

38) Railroad Engineer 77 2 I-S 5

39) (Farm Owner and Operator) (a) 76

40) Official of an International
Labor Union 75 3 R-S 5

41) Radio Announcer 75 4 I -S 5

42) Newspaper Columnist 74 5 R-L 5

43) Owner-operator of a Printing
Shop 74 6 I-L 5

44) Electrician 73 7 R-L 5

45) Trained Machinist 73 8 I-L 5

46) Welfare Worker for a City
Government 73 1 R-S 4

47) Undertaker 72 2 I-S

48) Reporter on a Daily Newspaper 71 3 R-S

49) Manager of a Small Store in a
City 69 4 I-S

50) Bookkeeper 68 5 R-L 4

51) Insurance Agent 68 6 I-L 4

(a) Not used in the Occupational Aspiration &Ile.

57



National Opinion Research
Center Rankings Occupational Aspiration Scale

Occupation Score Item Question Score

52) (Tenant Farmer - -One who Owns

Livestock and Machinery and
Manages the Farm) (a) OOOOOO

53) Traveling Salesman for a

68 .

Wholesale Concern 68 7 R-L

54) Playground Director 67 8' I -L 4

55) Policeman OOOOO OOOOO 67 1 R-S 3

56) Railroad Conductor 67 2 I-S 3

57) Mail Carrier 66 3 R-S 3

58) Carpenter 65 I-S 3

59) (Automobile Repairman) (a) 63

60) Plumber... OOOOOOOOOOOO 63 5 R-L 3

61) Garage Mechanic 62 6 I-L 3

62) Local Official of a Labor
Union 62 7 R-L 3

63) Owner-operator of a Lunch

Stand 62 8 I-L 3

64) Corporal in the Army 60 1 R-S 2

65) Machine Operator in a Factory. 60 2 I-S 2

66) Barber
67) Clerk in a Store

59

58

3

'U.S

R -S 2

2

68) (Fisherman who Owns his Own
Boat) (a) 58

69) Streetcar Motorman 58 R-L 2

70) Milk Route Man 54 I-L 2

71) (Restaurant Cook) (a) 54 .

72) Truck Driver 54 7 R-L 2

73) Lumberjack 53 8 2

74) Filling Station Attendant 52 ! 1 R-S 1

75) Singer in a Night Club 52 2 I-S 1

76) Farm Hand imifipoo 50 3 R-S 1

77) Coal Miner... OOOOO ompsib OOOOOO b 49 4 I-S 1

78) Taxi Driver 49 5 R-L 1

79) Railroad Section Hand. OOOOO 48 6 I-L 1

80) Restaurant Worker.... boolo 48 7 . . R-L 1

81) Dock Worker....:-olooefiiiieitio 47 , 8 I-L 1
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National Opinion Research
Center Rankings Occupational Aspiration Scale

Occupation Score Item Question 1Score

82) Night Watchman 47 1 R-S 0

83) Clothes Presser in a Laundry 46 2 I-S 0

84) Soda Fountain Clerk 45 3 R-S 0

85) (Bartender) (a) 44

86) Janitor 44 I-S 0

87) Sharecropper--One who Owns No
Livestock or Equipment and
Does Not Manage Farm 40 5 R-L 0

88) Garbarge Collector 35 6 I -L 0

89) Street Sweeper 34 7 R-L 0

90) Shoe Shiner 33 8 I -L

*Taken from Haller and Miller, 22: cit.,pp. 56-57.
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the eight lowest prestige occupations has been chosen. Thus, the total

possible score for all eight items ranges from zero to 72. This score

is used to measure the individual's general level of occupational aspir-

ations. It is designed, not as an absolute measure of level of occupa-

tional aspirations, but only as a measure of relative level of occupa-

tional aspirations. It is primarily for use on male high school students.

(It is the belief of its authors that it may work well with females as

well as with males, at this or younger ages, but this belief has yet to

be demonstrated.) Thus, the level and range of difficulty of the test

items is oriented to male subjects of this age and educational status.

The Occupational Aspiration Scale is a self-descriptive instrument. It

is easily administered in a group testing situation, but it may also be

administered individually.

Relation to the General Concept of Level of Aspiration Expression Levels

and Goal-Periods.

The wording of the stimulus-questions of the Occupational Aspiration

Scale in terms of-expression levels and goal-periods is presented in

Table Two. The wordings are intended as occupational applications of

the two dimensions which provide estimates of the boundaries of the

range of the person's level of aspiration. Thus the wordings flow

directly frLA general level of aspiration theory. Each stimulus question

specifies both an expression level and a goal-period, and all four

possible combinations of expression levels and goal-periods are used to

form the stimulus questions. The same stimulus question is presented

twice.

The numbers in parentheses in Table Two refer to the sequence of

the items using the four types of questions. The letters in parenthesis

refer to the expression levels and goal-periods of the questions. Thus,

the questions are presented in the following sequence: Question One,

realistic--short-range ("...which is the BEST ONE you are REALLY SURE

YOU CAN GET when your SCHOOLING IS OVER?"); Question Two, idealistic- -

short range ("...which ONE would you choose if you were FREE TO CHOOSE

ANY of them you wished when your SCHOOLING IS OVER?"); Question Three,

realistic--short-range (same as Question One); Question Four, idealistic- -

short -range (same as Question Two); Question Five, realistic--long-range

which is the BEST ONE you are REALLY SURE YOU CAN HAVE by the time

you are 30 years old?"); Question Six, idealistic- .long-range ("...

which ONE would you choose to have when you are 30 years old, if you were

FREE TO HAVE ANY of them you wished?"); Question Seven, realistic-12m

range (same as Question Five; and Question Eight, idealistic--long-range

(same as Question Six). This system permits eightt-Mfferent estimates of

the person's level of occupational aspirations, two estimates for each

combination of expression levels with goal-periods.
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; Expression
Levels

TABLE TWO*

Occupational Aspiration Scale Format:
Combination of Expression Levels and Goal -

periods for each of the Four Question-Wordings.

Short-range (S) (a)

Idealistic (I) ;

Realistic (R)

. 01.0 .01061AbrA010.111....
Goal-periods.

Of the jobs listed in this
question, which ONE would
you choose if you were FREE
TO CHOOSE ANY of them you
wished when your SCHOOLING
IS OVER (2 and 4)

Of the jobs listed in this
question, which is the BEST;

' ONE you are REALLY SURE YOU
CAN GET when your SCHOOLING=
IS OVER? (1 and 3)

Long-range (L) (b)

Of the jobs listed in this
question, which ONE would
you choose to have when you
are 30 YEARS OLD, if you
were FREE TO HAVE ANY of 1

them you wished? (6 and 8)

Of the jobs listed in this
question, which is the BEST!
ONE you are REALLY SURE YOU
CAN HAVE by the time you
are 30 YEARS OLD? (5 and 7)

r.. ...W... ....Air. iro.ANAMSAW.a..... -
44,0 TH

(a) Initial Career-Point.
(b) Mature Career-Point.

*Taken from Haller and Miller, 2E4 cit., p. 60.
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The Continuum of Difficulty.

Generally, occupational prestige (or societal evaluation) is the
best single criterion available today to rank occupational titles on a
continuum of difficulty.105 By far the best study of the prestige of
American occupations is the North-Hatt study .106 It is best because it
is based on an adequate sample of the American adult population, it
covers many occupations$ and it includes occupations from the entire Amer-
ican occupational hierarchy. For this reason, the National,Opinion Research
Center occupations and their ratings were selected as the criterion on
which to base the continuum of difficulty for the Occupational Aspira-
tion Scale. Each stimulus question of the Occupational Aspiration Scale
is followed by a set of ten occupational titles, which are its response
alternatives. Any one occupational title is presented as a response al-
ternative only to one question. Using no occupational title more than
once works to minimize the specific effects of non-prestige factors in
assessing 'a person's pure level of occupational aspirations.

The occupational titles were systematically selected from the 90
occupations ranked by the National Opinion. Research Center study (see
Table One). This selection was done in a way which makes sure that the
response alternatives for each stimulus question span the entire range
of the prestige hierarchy or continuum of difficulty. Ten of tin: SO

National Opinion Research Center occupations were eliminated in order to
red. ce the number of occupational responses to 80.(eight stimulus ques-
tions by ten alternatives per questions). Of the remainder, the highest
prestige occupation was assigned to Question One, the second highest to
Question Two, and so on down to the 80th which was assigned to Question
Eight. Table Three illustrates how this was done. While each set of
alternatives does not span the same area of prestige ratings, they do
tend to span almost the same range of occupational prestige. ILI!:

equality of ranges is only approximated because several of the occupa-
tions in the National Opinion Research Center ratings have the same aver-
age prestige score.

Scoring.

All of the eight items are scored in the same way. Table Four

105. Haller & Miller, op. cit.

106. National Opinion Research Center (1947), op. cit.
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80 NORC
Occupations

TABLE THREE*

Occupational Aspiration Scale Format:
Distribution of 80 National Opinion
Research Center Occupations Among the
Occupational Aspiration Scale Items

Occupational Aspiration Scale Items

(High Prestige)

1 2 3 4 5 6 7 8

1 9

2 9

3 . 9 .

4 . . . 9

5 . . . . 9

6 . 9

7

8 9
. o. . e .

: I
e I a

o s I i

73 0

74 0 s
1

75 0 %

76 * 0 ,

77 5 0
i

78

79 ; 0

80 0

(Low Prestige)

Taken from Haller and Miller, op: cit., p. 62.
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TABLE FOUR *

Distribution of Prestige Scores of

Occupational Titles for Each Occupa-

tional Aspiration Scale item.

0111,

Order of _Presentation Score

1 7

2 4

3 8

4 2

5 9

6 0

7 6

8
0

3

9 5

10 1

*Taken from Hailer and Miller, op. cit., p. 63.
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illustrates the re-arrangement of prestige scores and the corresponding
scores for each of the ten response alternatives. The scores of alter-
native responses for each stimulus question range from zero to nine.
The sum of all eight item scores is taken as the individual's level of
occupational aspiration as measured by the Occupational Aspiration Scale.
Thus, the total score obtainable on the Occupational Aspiration Scale
ranges from zero to 72.

D.) Form E2: Form E2 is the educational equivalent of Form 02.
The greater simplicity of Form E2 is a reflection of the greater sim-
plicity of the educational hierarchy. Long-range and short-range
questions are not needed, nor are parallel levels of achievement avail-
able (in occupation, for example, it is possible to choose different
jobs on the same prestige level, whereas in education one can either at-
tend college or not; there really are few parallel hierarchial structures.)
Thus there are only two items. Item One measures the significant others
own ideal level of educational aspiration. Item Two measures his own
realistic level of educational aspiration. It is a model form, since it

asks the significant cther.'s own expectation for himself, and is used for
both self and total significant others. Since it speaks directly of the
significant others relationship to the object (education) l:T= direct
form. It fits into Cell Ten of Chart Two.

E.) Form 03: Form 03 is the filtered counterpart of Form 02. It

assessed the significant other's conception of his relationship to each
of the filter categories for occupation, rather than his orientation to
occupation itself. There are four items, one for each filter category,
and each item asks the significant other to rate, on a Likert-type
scale, how important each of the filters is in his consideration of occu-
pations. Thus, it is a model for self or total form, filtered, and fits
into Cell Four of Chart Two.

F.) Form E3: Form E3 is the educational counterpart of Form 03.
The only difference is that, instead of the filter categories for occupa-
tion, E3 asks the significant other to rate the relative importance to
himself of the four educational filter categories. It thils fits into
Cell 12 of Chart Two.

G.) Form 04: Form 04 is meant to be adminiscered to occupational
significant others who are definers for self and for the total attitude.
It is the exact equivalent of Form 02 except that, instead of eliciting
the significant others own expectation for his relationship to occupa-
tion (i.e., his level of occupational aspirations) it asks him for his
expectation for the individual for whom he is a significant other. Thus
Form 02 typically asks "If you were just out of school...which (job) are
you really sure you could get?" Form! 04 states "This set of questions
concerns your interest in different kinds of jobs for (name) ."
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"Of the jobs listed...which is the best one you are really sure he
107

can get...?" Since it refers directly to the individual's orientation

to the object, it is a direct instrument. It fits into Cell Six of

Chart Two,

H.) Form E4: Form E4 is to Form E2 as Form 04 is to Form 02. It

is the educational equivalent of Form 04 and identical in form to Form

E2 except that it asks the significant other about his aspirations for

the individual rather than for himself. It fits into Cell 14 of Chart

Two.

I.) Form 05: Form 05 is meant to be administered to occupational

significant who are definers for self and for the total. attitude.
It differs from Form 04 in that it purports to measure the significant

other's feeling about the individual's orientation to the filter cate-
gories for occupation rather than to occupation itself. It is quite

similar to Form 03 except insofar as it asks the significant other to
provide his expectations for the individual rather than for himself. It

fits into Cell Eight of Chart Two.

J.) Form E5: _Form E5 is the educational equivalent of Form 05. It

is meant to be administered to educational significant others who are
definers for self and for the total attitudes. It differs from Form E4

in that it purports to measure the significant other's feelings about

the individual's orientation to the filter categories for education rath-

er than to education itself. It is quite similar to Form E3 except in-

sofar as it asks the significant other to provide his expectations for

the individual rather than for himself. It fits into Cell 16 of Chart

Two.

K.) Form E01: Form E01 is administered to all significant others
and measures aiic personal variables such as age, sex, residence, SES,

etc.

L.) Form E02: Form E02 is administered to all significant others
and measures the degree to which a person is confident of his answers
and how strongly he feels about them.

4. Administration of Expectation Elicitors to Individuals Rather
than Significant Others:

107. There are two separate forms here--one for males and one for

_females. The female form is exactly the same except that it says

"...sure she can get..."

66



In ord r to determin( the individual's own educational and occupa-

tional aspirations, all model for self forms may be administered to the

individual.

5. Scoring the Expectation Elicitors:

All the Expectation Elicitors (except Form

Occupational Aspiration Scale, which is scored

on page 65 above) are scored simply by summing

6. Summary

02 and 04, the
according to the directions
the item scores.

This chapter has presented the forms used to assess each significant

other's orientation to the object (education or occupation) regarding

which he has influenced the youth. Since the social statuses of the

youth and his significant others is to some extent tied to the language

(e.g., personal pronouns have genders), and since the types of significant

others (e.g. model and definer) and the objects (education and occupation)

vary, it was necessary to develop a series of somewhat different forms

of the Significant Other Expectation Elicitors. Each of these was pre-

sented. Only for those cases in which the significant other is a direct

definer of the object (that is, he has told the youth he ought to take

a certain job or go to a certain level in school) do we have instruments

which measure the significant other's level of (occupational prestige or

education) expectations for the youth. When the significant other serves

as a direct model for the youth's relation to the object, we have an

instinct to measure his (the significant other's) level of (occupational

prestige or educational) aspirations for himself. All other expectation

elicitors refer to the expectations regarding the filter categories.



CHAPTER V

RELIABILITY OF THE WISOB SIGNIFICANT OTHER ELICITORS
AND LEVEL TYPE SIGNIFICANT OTHER INFLUENCE ELICITORS

1. Reliabilit of the Si nificant Other Elicitors (SOEs):

For present purposes we will consider validity to mean the degree

to which an instrument actually measures the phenomenon it purports to

measure, and reliability to refer to thlogegree of consistency with

which it measures whatever it measures.

A. Approaches to Testing Reliability of the SOEs:

As Chapter III shows, the SOEs are unusual questionnaires and

their unique qualities breed special problems for testing reliability.

GeneraIU, three strategies for assessing reliability have been pro-

posed= sometimes called 1) Coefficient of Internal Consistency,
2) Coefficient of Equivalence, 3) Coefficient of Stability. The SOEs

have their own special difficulties for each of these strategies.

1) Coefficient of Internal Consistency: Coefficients of Internal

Consistency depend upon the existence within an instrument of a multi-

plicity of items designed to measure the same or covarying dimensions.

The assumption is that if two or more items in the test purport to
measure the same phenomena, or phenomena which are highly correlated,

then the responses to those two or more items should be highly correlated.

The most common usage of internal consistency measures is split-half

reliability testing, (although the logic of item-to-item, item-to-total

108. If one were to construct a thermometer, after completion his first

question would be whether it really measured temperature. If the reading

of the instrument ,tre-found to vary with barometric pressure rather than

temperature, it would not be a valid instrument. If it were exposed to

exactly the same conditions on several occasions, yet gave divergent

readings, it would not be reliable. It is conceivable that it could be

reliable yet invalid. A perfect barometer, for example, would be a wholly

reliable instrument which is invalid for the measurement of temperature.
If a test is ?trill:unreliable, it is not possible that it be valid,

since its readings would be responsive to some other phenomena in addition

to the critical variable, and its readings could never be trusted unless

one could be assured that this other phenomena were not acting during a

given administration. See Standards for Educational and Psychological
Tests and Manuals, Washington, American Psychological Association, 1966,

pp. 25-27.

109. We are following the terminology of Haller 6 Miller (q.v.) in this

chapter for convenience, even though, as the American Psychological

Association's Standards for Educational 6 Psychological Tests and Manuals

in its most recent form points out, no predetermined classification fits

all reliability measures adequately. See ibid.
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correlations, and item-to-item analyses appears to be about the same).
Split-half testing, as the name implies, involves dividing a test into
two calves and measuring the correlation between scores on each half.
The assumption of course is that if all the items in each half do
measure the same dimension, then the two halves should be highly
correlated.

This technique is not appropriate to the SOEs. The SOEs purport

to measure four dimensions: model for self, model for object, definer
for self, definer for object. These dimensions are analytically inde-
pendent.

(However it stands to reason that most significant others will be
people with whom the individual is interacting. So empirically there is
probably a positive correlation between being a model and being a definer.
Besides, attainment regarding the occupational prestige hierarchy is
correlated with attainment regarding the educational system. Hence,

being a model or definer for occupation and education are almost surely
positively correlated. This information, however, is probably more a
measure of construct validity than reliability in the strict sense, in-
sofar as it depends equally on the reliability and validity of the test
and the validity of the theoretical view of significant other phenomena
Presented in Chapter II. Although full-fledged split-half and item-to-
total measures were not made, a contingency table analysis of part of
one if th-?. coneitic_al probability of 1,25.p.7 a

mo 1 iv-t eist ieenti-r-L1,1 deflae is -lout .5,
re:mit cons:.st-7-1t tl,cory. The colit'toriF1 (-3;-' being

c;i7nifica:_t of-ser, given thEt ore has-beer ideatifiee. as

occu:atio_al SO -is al)our

2) Coefficient of Equivalence: The correlation between two
equivalent forms of the same test administered to the same population
at the same time is called the coefficient of equivalence. The assumption
underlying this method is that two equivalent instruments purporting to
measure the same phenomenon, when administered to the same sample at the
same time, should be highly correlated. Since the SOEs do exist in both
long and short forms which purport and measure the same phenomenon (the
degree to which various persons function as significant others for a
youth in the areas of educational and occupational decision-making) this
would seem an appropriate strategy. There are two characteristics of the
SOEs, however, which seriously hamper the effectiveness of this technique.
a) The output of the instrument consists wholly of names intimately
familiar to the respondent. This leads to three confounding effects:
1) memory from form to form; 2) the possibility that one may not bother
to write a name on the second test because he has used it several times
on the first form; 3) a tendency of the respondent to try to think of



names he has not used before, even though they may not be wholly

appropriate. b) The test is open-ended and requires a great deal of

physicfl0effort. Thus fatigue tends to emphasize the effect of a)(2)

above.

Our judgment based on early experience with the test indicates that the
second form of the test (second in order of administration) is seriously
affected by the immediate prior administration of the first, and the
two ought not be administered together.

3) Coefficient of Stability: "Coefficient of Stability" refers
to the administration of identical or equivalent instruments to the same
sample with time intervening between the two administrations. Since

the objections to coefficient of equivalence checking were primarily
based on the special susceptibility of the SOEs to prior administra-
tions, the time lag between first and second administration provides
at least a partial resolution. Yet limitations are imposed here too,
not only by the special characteristics of the test but also by the
special characteristics of the variable it purports to measure, and
there is reason to suggest these difficulties will lead to reduced corre-
lation coefficients:

a) Obviously, the longer the time .7.ntervening between the first
and second administration, the greater the degree to which the objections
raised in the section on equivalence above are resolved. But when time
is introduced into the situation, the stability of the instrument over
time becomes confounded with the stability of the phenomenon over time.

If the phenomenon measured should itself vary over time, then obviously
an instrument designed to measure it should not yield the same value when
administered at two distinct points of time. The dilemma thus posed
demands selecting a time interval great enough to erase the effects of
familiarity and memory, yet brief enough to preclude major changes in
the phenomenon itself.

In the case of the SOEs this difficulty is particularly severe,
since the familiarity of the responses demanded will require a fairly
long time to erase memory, and the stability of the patterns of-S0s-Eeincr.
measured is largely unknown (this mainly because there has never really
been instrumentation available to make such a measurement). Since the

absolute magnitude of the correlation between two administrations of a
perfectly reliable instrument depends upon the amount of change in the
phenomenon measured during the intervening time period, and since the
amount of change in significant other patterns over time is not known,
it is not possible to estimate the exact value of correlation which

eh: °rIrle ,^014=h41itv.

110. All of these effects were located in post-pretest interviews
during the earlier stages of design.

70



Mf..re is some reason to suggest that SO patterns will change

over time. The sample in this researcl is drawn from a high school

student population. In such populations, interaction patterns (and

consequently pattern of available SOs) may be seen to shift con-

siderably between summer vacation and the school year, as well as

from year to year and from semester to semester as classes shift. The

SOEs purport only to measure contemporary influence patterns. It should

be possible to predict, though, that if the lowered coefficients of

stability are due to changes in the significant other phenomenon itself,

those changes should be greatest for the lowest ranked significant

others, and thus this problem can be at least partially controlled.

With these cautions in mind, this coefficient of stability testing, or

test-retest reliaLility is the strategy we will use here.

B. The Sample:

By now the reader is aware th7t different samples were used for

different purposes. The site chosen for testing the reliability of the

Significant Other Elicitor forms was Watertown High School, Watertovn,

Wisconsin. Watertown is a moderate sized city (1960 population was

about 13 000) with a mixed economy based on agriculture, commerce and

light industry, located within reasonable access to a large city

(Milwaukee) but not really close enough to be wholly a commuting suburb.

Watertown also approaches the maximum size allowable under Wisconsin

State Law for a single high school, and consequently allows all the

city's senior high school students to be reached in one place. This

administration yielded 292 usable cases, 138 males and 152 females.

All are high school seniors, with a-1 average age of 16.9 years. Ls Table

5 shows, the majority lived in Watertown (over 10,000 population), but

62 lived on farms, with the remainder diSpersed throughout smaller towns.

[Table 5 about here]

Table 6 illustrates the distribution of the subjects by _sex and

occupation.

[Table 6 about here]

The mean educational level for both mothers and fathers was.

'some high school " with mothers slightly higher than fathers.

These characteristics indicate that the sample covers a satis-

factory range of standard structural variables, and generally does not

seem to show any gross deviations from the populations in which it is

assumed the WISOB will be used.

C. Hypotheses[

The tests were administered during the last week in September

and the restests during the first week in December. Test an.' retest

were staged in a single school term to avoid as much change in SO patterns
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TABLE FIVE

Sex of Watertown high school reliability sample by

place of residence (N=289)

Place of residence Sex
TotalMale Female

Rural-farm 27 35 62

Rural-nonfarm 12 10 22

Village, under 2,500 4 4 8

Town, 2,500-10,000 2 6 8

City, over 10,000 92 93 185

Total 137 148 285"

*Total does not equal 289 because "other" category is omitted.
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TABLE SIX

Sex of Watertown high school reliability sample by

father's occupation (N=289)

Occupation Sex
TotalMale Female

Professional 7 8 15

Executive 13 8 21

Salesman 10 9 19

Office worker 1 3 4

Owns/rents/manages small
business 9 11 20

Owns/rents/manages farm 15 27 42

Factory worker 42 46 88

Other 40 40 80

Total 137 152 289

73



as possible, such as the shift that might be expected from term to term.
Ideally, both tests should have been made later in the term since there
is little doubt that, since the students had been in school only 2
weeks prior to the first administration, many of them would report in-
fluence ls "left over" from summer vacation at that time and

would shift to school patterns by the December test. During the

interim period, too, the school's guidance program began in earnest.
The effect of this guidance program should be reflected in a lowered
T
1
-T

2
correlation, since guidance counsellors not mentioned at T

1
should

appear at To, possibly displacing persons who had occurred at T1.. Even

though the Watertown school officials were enormously cooperative with
this research, nevertheless limitations both on our part and theirs made
this the best set of times available.

The sample was then divided at random into four equal-sized
groups. Group One received short forms of the educational and occupational
forms of the SOEs at both T

1
and To. Group Two received long forms of

the educational and occupational SOEs of both Tl and T. Group Three
received the long forms of both instruments of Ti and the short forms
of both at T

2.
Group Four received the short forms of both instruments

at T
1
and the long forms at T

2
. (This does not constitute the problem

situation described in the section on equivalent forms, since the sub-
jects are receiving two entirely different tests, one educational and
the other occupational. The items are obviously different to the
student.) The rationale behind this division is this: In order to
assess the reliability of the instrument it is necessary to determine
how much of the correlation is genuine (part of the reliability of the
instrument) and how much is due memory, and the person's efforts to be
consistent. If memory is playing a large part, it should show its
greatest effect on those subsamples who received identical forms at
both times. Since a) the short form, becw..se it is shorter, should be
more memorable than the long, we would expect memory to play a larger
role for those receiving both short forms than for those receiving both
long forms, and b) the long form contains everything found on the short
form plus more, we should expect more memory effect from those receiving
the long first and the short second than vice versa, we can generate the
following TANH:

1) r > r
ss 11 > rls > rsl >

2) rss = rll = rls = rsl

0

0

111. In fact, the head of the guidance staff took the occasion of our
interrupting a school day for our administration to schedule a major
counselling talk to all the students in our sample immediately following
our administration. It is entirely possible that this itself helped
change the Significant Other patterns between administrations.
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If the results approximate inequality 1, memory is probably exercising

some effect. If they approximate equation 2, tin effect of memory is

probably not a factor. The test-retest interval of over two months

should make us suspect that memory will not be a large factor.

It should also be noted that the Pearsonian r, which is used as

a measure of correlation in this research, is not perfectly appropriate

because of the peculiar characteristics of the SOEs. The SOEs yield

scores (0, 1, 2, 3, or 4) assigned to each significant other. The corre-

lation is taken. then, between the scores of each significant other

at T
1

and
$

Tn not of the individual taking the test. Since this scoring
.4 ----

system does not purport to be an interval scale, the Pearsonian r, which

is designed for interval scales, is not entirely appropriate. Rank-

order correlation coefficients, like Spearman's r, etc., are unwieldy

Ihere, since we are faced with two alternatives: I) rank-ordering almost

6,000 significant others on a 4-point scale, which yields an incredible

number of tied ranks, or 2) taking separate rank-order correlations for

the SOs for each individual, standardizing and then averaging them.

Our decision was to use the Pearsonian r and take Into
2
account the fact

11
that it will underestimate the relationship present.

Secondly, the zero point on the ranking system used is not a

true zero point; that is, people who score zero (are not mentioned) are

not necessarily wholly without influence. The WISOB purports to detect

the most influential of a person's sources of interpersonal influence.

If we could assume that influence of all persons could be ranked on a

scale varying from, say, a true zero (no influence at all) to one hundred,

the ratings provided by the SOEs would correspond to the top end of the

scale--say, points 85, 90, 95, 100, with the WISOB zero referring to all

points of influence below 80, as illustrated in Figure 5.

[Figure 5 about here]

The most important function of the SOEs is to distinguish the most highly

influential others from all the rest. If it should rank order, say

mother first and father second on the first administration and father

first and mother second on a subsequent administration, this is a

relatively small error, so long as it correctly distinguishes both mother

and father from. say, Charles DeGaulle on both tests. Viewed in this

liaht, such an error is a small percentage error - -riot nearly so large

as it would seem if we did not recognize that the SOEs measure a small

segment of a large scale.

112. Sanford Labovitz, "Some Observations on Measurement and Statistics,"

Social Forces, 46 (December, 1967), pp. 151-160; Edgar F. Borgatta,

"My Student the Purest: A Lament," Sociological Quarterly 9 (Winter;

1967), pp. 29-34.
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FIGURE FIVE

Illustrative scale of interpersonal influence showing ratings

provided by the Significant Other Elicitors

Hypothetical Scale of All Interpersonal Influence

1

'

I 4,_ 4 I .

10 20 30 40 50 60 70 80 90 100

* = portion of influence scale measured by Significant Other Elicitors.
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This, too, means that low reliability coefficients are not a

serious drawback. More important the objective of the test is to

detect the most influential persons, not to make fine distinctions

among persons of medium-to-low influence. Figure Six illustrates the

affect of such scales on the correlation between them. As the diacram

[Figure 6 about here]

shows, the correlation between x and y may be quite strong, yet. if it

is measured only at the extremes of its range, (the block formed by the

intersection of the shaded columns) it will appear fairly small or even

non-existent.

To summarize, then the special characteristics of the Significant

Other Elicitors are such as to reuuce the usefulness of two of the three

standard tests for reliability, coefficient of internal consistency and

coefficient of equivalence. Even the third test. coefficient of

stability (test-retest reliability) requires special interpretation:

:) 2., fecto--c,.ory--i& pror c to exaRgcre.te thn co-

efficient of stability.

b) Three factors--change in the variable measured over time, the

non-interval nature of the scale, and restricted range oc variation of

the scale--tend to depress the coefficient of stability.

A system of null hypotheses was generated to test for the effect

of memory, and some minor techniques for detecting actual changes in

the variable (e.g.. shifting should take place more at the lower ends of

the scale than the higher- more guidance personnel should appear as sig-

nificant others at T,, than at T
1'

etc.) have been set up. Nevertheless,

the coefficient of stability should be expected to be substantially lower- -

even if the Significant Other Elicitors are quite reliable--than is

usually the case in the testing literature.

D. Results

Table 7 depicts the coefficients of stability for the SOEs over

[Table 7 about here]

a six-week period. With the exception of the occupational short form at

Ti and T (r ) there i2 almost no differece between the correlations
_2 AA

o the different tests at Ti and T1, and what differences exist are not

in the order predicted by the hYnothesis of a lerf_;e memory factor, nor,

with that single exception, are the differences statistically significant

even with the extremely large number of cases involved. Thus we can

safely fail to reject the null hypothesis and conclude that memory is

not playing a large role.
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FIGURE SIX

Correlation between variables measured only at extreme ranges
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TABLE SEVEN

Coefficients of stability for the Significant Other Elicitors

during a six-week interval (N=5942)

Type of elicitor Test forms
*

AA
r
BB

r
BA

r
AB

Occupation .508 .398 .406 .398

Education .386 .355 .352 .350

Both .502 .423 .451 .428

* Legend:

AA = Short-short forms

BB = Long-long forms

BA = Long-short forms

AB = Short-long forms
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As predicted, however, the correlations are riot large and so

it remains to be established whether the apparent instability indicated

by such low values is due to measurement instability or due to actual

shifting in the phenomenon being measured.

The first relevant hypothesis was that, if the phenomenon itself

were changing, most of the changes should occur at the lowest values,

with proportionately fewer changes as the level of influence of the other

increased. The reasoning behind this assumption is this: if the test

is inaccurate or unstable, then errors should be randomly distributed

across its scoring range, but if the phenomenon is changing, its less

important elements (least significant others) ought to be substantially

more prone to change over time. The instrument should make errors

randomly; the phenomenon should change lawfully.

In order to test this hypothesis a contingencr table which tabu-

lates the significance score of each significant other at time 1 against

his score at T2 was developed including both long and short forms of the

SOE. Tables 8
2
and 9 indicate the outcomes for the educational SOL and

the occupational SOE.

[Table 8 about here] [Table 9 about here]

An absolutely stable phenomenon as measured by a perfectly reliable test

would find all scores clustered on the principal diagonal. (The zero

cells on these tables require a bit of explanation. A person can get a

score of zero on an SOE only if his name is not mentioned as an SO re-

garding area of behavior: for any given subject most other people in

the world have scores of zero. In our sample, however, a person may be

an SO for occupation and not for education (and vice versa). Such a

person falls in our SO sample because of his score on occupation. He

is a zero on education. If his name was not mentioned in either T
1
or T

2

he would be zero both times.)

Tables 4 and 5 indicate quite clearly that the great bulk of

shifting is taking place at low levels of influence; that it is the least

significant of significant others who are doing the majority of the

shifting. As table 6 shows (Table 6 is calculated from tables 4 & 5),

62% of the lowest ranked educational SOs at T
I

did not recur at T,,,

only 21% of the highest ranked SOs did not recur at T2; for the

[Table 10 about here]

occupational tests, the results are the same; 56% of the least signi-

ficant SOs at T
1
did not recur at TL only 15% of the most signi-

ficant SOs at T
1
did not recur at T42 .

Table 11 approaches the same phenomenon from a slightly different

perspective by classifying all those who were identified as significant

others at T
1
that did not recur at T

2
according to their rank as

[Table 11 about here]



TABLE EIGHT

Educational Significant Other Elicitor Scores

at T
1
and T

2
(N=5942)

Educational
Scores
at T

1

Educational scores at T
2

0 1 2 3 4 Total

0 1388 758 289 79 34 2543

1 1130 397 210 49 30 1816

2 350 214 334 81 29 1008

3 97 60 100 97 54 408

4 35 14 25 34 59 167

Total 2995 1443 958 340 206 5942
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TABLE NINE

Occupational Significant Other Elicitor Scores

at T
1
and T

2
(N=5942)

Occupational
Scores
at T

1

Occupational Scores at T2

0 1 2 3 4 Total

0 2121 936 301 99 21 3478

1 776 337 187 65 11 1376

2 196 104 206 93 23 622

3 61 45 96 109 39 350

4 18 9 36 33 20 116

Total 3172 1431 327 399 114 5942
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TABLE TEN

Percentage of educational and occupational

significant others for given levels at T

who were not significant others at ?2, (N=1342).

Significant
other level.

at T
1

Type of significant other

Education OcCupation

Percent

1 (Lowest) 62 56

2 - 34. 31

3 23 17

4 (Highest) 21 15
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TABLE ELEVEN

Percentage of non-recurring educational and
occupational significant others accounted

for at each lever'

Type of significant other
Significant
Other
Level Education Occupation

% lost % of total % lost % of total

Percent Percent

1 (Lowest) 70 53 74 56

2 22 30 19 25

3 6 12 6 14

4 (Highest) 2 5 2 5

Total 100 100 100 100

* Chi-square is not computed because the differences are
statistically significant due to sample size (N=5942).
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significant others at Tl. As Table 11 shows, lowest ranked significant

others accounted for changes beyond their proportion in the sample, with

lowest ranked educaticnal significant others accounting for 70% of all

those who did not recur as significant others at T2, even though they

make up only 54% of the total sample; occupational significant others of

the lowest rank account for 74% of all losses, even though they make up

only 56% of the total cases in the sample.

There is a third way to approach the same phenomenon. If the test

itself is inaccurate or unreliable, then the score assigned to any given

individual is relatively random, and those who were not significant

others at T
1
but were elicited as significant others at T

2
should have

no higher probability of being assigned one score than another when they

do enter the system at T2. Table 12 shows that this is not the case at

all. As the table shows, of all those persons who were not elicited as

[Table 12 about here]

educational significant others at T1, 65% were identified as the lowest

level significant others when they were identified as SOs at T2, while

only 3% of those who had not been significant others at T1 were identified

at T
2
as SOs of the highest level. In the occupational forms, 69% of

'chose identified as new significant others at To were assigned the lowest

level of influence while only 2% were assigned the highest level.

All of this seems substantial evidence of the stability of the SOEs.

The low levels of the T
1
-T correlations tend to indicate that some

2
change is going on during the 6-week interval between the two adminis-

trations (although, due to the scaling problems pointed out earlier,

they probably overestimate that change). But they do not indicate whether

changes in the phenomenon or the basic instability of the test is the

reason. If the. SOEs were unstable, they ought to be equally unstable

across all scores. If the phenomenon is changing, it ought to be much

more likely to change at its lower levels than its upper. This evidence

seems a strong indication that the latter is the case, and that the SOEs

are doing an accurate job of measuring a somewhat shifting phenomenon.

There is another related way this data can be read, again illus-

trating a considerable degree of stability. If the test is not reliable,

then the score of a significant other at T2 should be random with regard

to his score at T . A person receiving a score of 1 at T
1
should be no

more likely to receive a 1 or 2 at T, than he is a 3 or 4. Table 13 shows

that this is clearly not thc case. 4

[Table 13 about here]

As table 13 shows, the score assigned at T
2

is very closely related

to the score assigned at T,, which is indicative of the kind of change

one would expect to take place in the phenomenon itself over time rather

than the kind of error one would be likely to find in an unreliable test.

For education, 39 percent of the SOs received exactly the same score

at T
1
and T2, 43 percent were scored 1 point differently, 13 percent



TABLE TWELVE

Percentage of new educational and occupational
significant others entering at T2 for each level (N=5942)

Significant
Other Level

Type of significant other

Education Occupation

Percent

1 65 69

2 25 22

3 7 7

4 3 2

Total 100 100
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TABLE THIRTEEN

Percentage of educational and occupational significant

others changing Os 1, 2, 3 and 4 levels (N=5942)

Number of
Significant
Other
Levels
Changed

Type of significant other

Education Occupation

Percent

0 (no change) 39 47

1 43 38

2 1S 11

3 3 3

4 1 1

Total 100 100
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were scored 2 points differently, 3 percent were scored 3 points
differently, and only 1 percent was scored 4 points differently. For

occupation, 47 percent were assigned exactly the same scores at TI and
T
2!

38 nercent were scored 1 point apart, 11 percent were scored 2
points apart, 3 percent were scored 3 points apart, and only one per-

cent were scored 4 points apart.

These data are highly suggestive of the model presente0 in
Figure 7. Figure 7 suggests that the individual is located in a field

[Figure 7 about here]

of significant others. Those most influential are represented as closest

to Ero. Those outside the concentric circles are others whose influence

is at any given moment, too small to be detected by the SOEs. Move-

ment of others across levels within the field of SOs and movement into

and out of the system is possible, and probably goes on constantly.
Within the system, movement across several ranks is less likely than
movement across only one or two. Those at the lowest levels are most
likely to move out of the field during any given interval, and those out-
side who enter it are much more likely to enter it at lower levels than
higher.

This is precisely how we ought to expect such a phenomenon to
behave, and it represents the data presented hire quite well. It would

seem safe to conclude that the SOEs are accurate and reliable instruments
'Mich describe a fairly fluid phenomenon, but nevertheless a phenomenon
which: behaves quite lawfully.

At least one caution should be made, however. It had been

hypothesized that, if indeed the phenomenon itself were changing, one
probable change ought to be an increase in the number and influence of
teachers and guidance counselors who are significant others as the sample

moves further into the school year. Tables 14 and 15 indicate that, if
this is going on, its magnitude is negligible.

[Tables 14 and 15 about here]

Table 14 shows that, for education there is a very slight

decrease in the number of teachers and guidance counselors identified
as significant others from TI to T2, bet a slight increase in the
proportion of significant otners made up by teachers and guidance

counselors. It also shows an absolute increase in the number of teachers
and guidance counselors who are identified as significant others for
occupation from T, to 1%), but a slight decline in the proportion of
occunational significant others who are teachers and guidance counselors.

Table 15 takes account not only of the number of teachers and
guidance counselors who occur at T

1
and T

'

but also of the level at

which they occur. It shows almost the same pattern as Table 10, with
the total amount of influence of teachers and guidance counselors for
education increasing very slightly, along with a slight increase pro-

portionally. For occupation there is a larger (but still not large)
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FIGURE SEVEN

Model of significant other influence on ego
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TABLE FOURTEEN

Number and percentage of educational and occupational
significant others who are teachers and

guidance counselors at T1 and T
2

(N=5942)

Type of
Significant
Other

Time

TT
1

T2

N % of all SOs N % of all SOs

Education 436 13 432 15

Occupation 396 16 416 15
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TABLE FIFTEEN

Amount and proportion of influence exerted by teachers

and guidance counselors for education and

occupation at Tl and T2

Type of
Significant

Time

Other T
1

T
2

Amount of influence % of all Amount of influence % of all

(N x SO level)* influence (N. x SO level)* influence

Education 687 12 692 13

Occupation 646 16 680 14

*Amount of influence is calculated by multiplying the number

of teachers and guidance counselors at each level by the value of

the level and summing the products.

91



increase in the absolute amount of influence of teachers and guidance

counselors from T
1
and To, but a small decrease in the proportion of

all influence accounted for by teachers and guidance counselors.

These results are not indicative of the general rise in influence

of teachers and guidance counselors expected.

E. Summary

Rank ordering of coefficients of stability over a six weeks

intervening period indicate that memory is not exerting an important

effect over the T
2
scores of the SOEs, but the modest magnitude of these

coefficients suggests either a fair degree of instability in the test

or the patterns of interpersonal influence it purports to measure.

The evidence quite clearly shows that the changes over time

responsible for the low Ti-T correlations are quite systematic rather

than the kind of random shifting associated with measurement unreliability.

The data show that persons are more likely to lose low-level significant

others than high over time that a disproportionate amount of such

losses are accounted for by low level significant others; that prrsons

are much more likely to add new significant others at low significance

scores than high, and that, if significant others do change scores over

time, they more frequently make small changes than large ones. All of

this is quite plainly the kind of changing likely to be associated with

the behavior of the phenomenon, rather than the unreliability of the

test. Even so, it must be noted that one change which was plausibly

predicted for the phenomenon--the increase of influence of teachers and

guidance counselors as the school year progressed--did not materialize.

It would seem reasonable to conclude that the 'IISOB SOEs do a satis-

factorily reliable job of identifying significant others, a phenomenon

which itself changes quite a good deal.

2. Reliability of the Significant Other Influence Elicitors (IEs):

The problem of identifying and measuring the variables describing

the kinds of influence any one significant other (SO) may exert on the

individual's levels of aspiration turns out to be more complicated than

we had anticipated. At the beginning of the project we had assumed that

all significant others were definers and that the onlyiry they influenced

the individual was through their expectations for him. As the think-

ing progressed we came to realize that not only were some significant

others definers, but some were models and some were both definers and

models. We further learned that some models exhibited the position or

role (in these cases, levels of the educational or the occupational

prestige hierarchies) in their daily lives. These are usually adults

who have completed their education and have jobs. There are other

models--not many, fortunately--who exhibit the level of aspiration they

113. For a discussion of terminals regarding aspirations (for oneself)

and expectations (for another) see Archibald 0. Haller, On the Concept

of Aspiration's Rural Sociology 33 (Dec. 1968), pp. 484-487.
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have for themselves but who have not come to occupy the roles for which

they stand. These are usually oth-.3, youths, although the popular
literature is full of examples of frustrated parents who try to attain

vicariously a level to which they themselves aspire. We assume that any

significant other exerts some influence on the level of aspiration of

the individual. But different types of SOs influence him in different

ways and some types influence him in more ways than one. If an SO is

only a definer, we assume that he influences ego's level of aspiration

through his expectation level for ego. (We might call these people

expe,4%rs, although since we assume that all definers are elspecters,
there is no point in adding a new word.) If an SO is only a model who

is an incumbent of the level he illustrates, we assume that it is this

level itself which influences ego, SO's attainment 14q, We call this

type of SO an exemplifier, because his unique contribution to ego is

his exemplification of a level. If SO is only a model who has not

attained a level (has not yet finished school or taken a permanent job),

we assume that he influences ego by communicating the level of aspiration

he holds for himself. Note that this type of SO is neither a definer nor

an exemplifier: we may call him a non-exemplifying model.

We imply that there are four types of SOs and three variables
describing the modes of influence any one SO has on ego. (We further

assume that any one ego may have any number of SOs of any of the four

types- and that there need be no consistency among SOs, which is to

say that the total pattern of SO influence is determined by the combi-

nation of influences of :he thfee types of SO variables, the number of
SOs of each type and the agreement among SOs.) The logically possible

types of influence of any one SO are shown in Table 16. Exemplifiers

[Table 16 about here]

who are definers may affect ego's level of aspiration (X) by means of

all three modes of influel-e: each demonstrates a levelYof attainment
(%), has a level of expectation for ego (x )4 and has (or has had) a
level of aspiration for himself (X ). (We rant that the salience of

Xa may be quite low, and thereforearealistically unimportant, for many

SOs of this type who are doubtless adults who long since quit talking

about their aspirations.) If each ego had only one SO, then the net
influence of this type of SO on ego would be equal to R on-

exemplifiers who are definers affect ego's aspirations 16034ans of two

modes of influence: each hes a level of expectation for ego and a level

of aspiration for himself. Again assuming each ego had only one SO,

the net influence of this type of SO would be R . Exemplifiers who

are not definers also exert two modes of influeXce: each exemplifies

a level of attainment and each has a.level of aspiration. The net in-

fluence here would be Ry.as. Non-exemplifiers who are not definers

have only one mode of influence: the level of aspiration they have for

themselves. Their net effect, under the above assumption would be r
ys.

The reader will be interested in knowing the role-relationships

of ego to SO which most frequently occur in each of these cells. This

would go a long way toward telling us the similarities and differences

in modes of influence of parents, peers, etc. These data have not yet
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TABLE SIXTEEN

Variables Influencing Ego's Aspiration Levels

Among Four Classes of Significant Others

Exemplifiers Non-exemplifiers

Definers

(Expecters)

SO's attainment level
-X

a

SO's expectation level
-X

x
(for ego)

SO's aspiration level
-X

s
(for himself)

SO's expectation level
-X
x

(for ego)

SO's aspiration level
X
s

(for himself)

Non-Definers
(Non-Expecters)

SO's attainment level
-X

a

SO's aspiration level
-X

s
(for himself)

SO's aspiration level

-X
s

(for himself)
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been 81naly4ed, so we cannot say for certain, but our guesses are probably

close to reality. These role-relationships will differ a little accord-

ing, to whether education or occupation is the topic. In these areas of

behavior, exemplifiers who are definers would most likely be working

adults who are quite -"close" to the youth: fathers, close relatives

who are adults, occasionally a teacher or minister who takes a direct

interest in the youth. Mothers exemplify a level of educational attain-

ment as does almost any adult. Exemplifiers who are not definers would

probably be other adults whose contact with ego is casual from their

point of view but important from ego's perspective: the doctor, some

teachers, some of the clerks in the neighborhood stores, gas station

attendants, mass media "personalities." Non-exemplifiers who are

definers would be people who discuss education or the jobs with the youth

but who are not employed. Regarding education, these would have to be

other young people who are close to the youth: brothers and sisters,

close friends. Regarding occupations any close friend or relative who

is not in the labor force might fit this cell: mother, aunt, brothers,

and sisters, close friends. Finally non-exemplifiers who are not de-

finers would be people who had not comPlefedth61F-RdEaficii-Cdor tak-en

a regular job and who have not discussed education or work with ego.

These would thus he mostly people in school whom the youth respects but

who are not among his closest friends.

The main instruments for assessing the influence variables are

those assessing the levels of expectation definers (whether or not they

are models) have for ego. This is true for three basic reasons: most

SOs are definers who are expecters by definition; all SOs whose SO scores

are high are definers, though they may also be models; communicating one's

expectations to another is doubtless the most powerful of the three modes

of influence. In addition the level of expectation an SO has for ego

offers the greater possibilities for intervention: it is not feasible to

manipulate SO's attainment level and the influence of SO's levels of

aspiration for himself is probably not great enough to warrant manipu-

lating it. We shall concentrate our attention mainly on this variable.

But we cannot forget SO's levels of aspiration for himself because this

variable was measured for those SOs who were not definers. In short, in

the following discussion, when an SO is a definer we have administered

instruments designed to measure his level of expectation for ego regarding

education and occupation. Since most SOs are either solely definers or

are both definers and models, this means that the variable usually

measured is level of expectation. When, on the other hand, an SO is a

model but not a definer we have administered instruments to measure his

level of aspiration for himself--"now," if he is not yet working or not

yet through school; or 'before leaving school" if his education is

complete or if he now has a permanent job.

Finally, as Chapter Four indicated, there are two generic types

of IEs in the WISOB: those which deal with the level (within either the

educational or occupational hierarchy) to which individual's aspire (or

which SOs expect individuals to attain) and those which deal with the

degree of valuation placed on the various filter categories for education

and occupation (again, either by the individuals or their significant

others). Because, first, the 'level" measures are the primary concern of
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this report, and, second, because the phenomena that the second, choice
measures, purports to measure are unusual enough to justify their
separate treatment, the remainder of this chapter will deal exclusively
with the level-type IEs. The "choice" measures are dealt with specifically
in Chapter VI. We emphasize that for most purposes related to levels of
educational and occupational attainment the Influence Elicitors yielding
level data are of primary importance.

A. Methods:

The relatively straightforward character of the level-type IEs
allows a simple test-retest stability design to be used. The validity

sample will be described in the next chapter. Drawn from West Bend,
Wisconsin, it was used primarily to assess the validity of the Significant
Other Elicitor forms and the Significant Others' Influence Elicitor forms.
It consists of 109 high school seniors and 898 of their SOs as identified
by the WISOB SOEs. A subsample of 100 significant others from the West
Bend validity sample was drawn for retesting the Expectation Elicitors,
and a response rate of 69 percent made 69 cases available at time T1
for reliability analysis. The initial forms were by mailed questionnaire
in the last weeks of January, 1968. The second reliability sample was
also contacted by mail, during the end of the following March, allowing
a two month interval between T1 and T2. Of the original 69, only about
two-thirds were successfully followed -up. The reliability tests are
based on those who properly filled out the necessary forms both times.

Again as described in Chapter Four, forms containing slight
wording variations were administered to different types of SOs. For
convenience these forms are referred to here as indicated in Table 17.

[Table 17 about here]

B. Results:

Table 18 indicates the test-retest reliability coefficients for

[Table 18 about here]

the definer forms of the influence elicitors, that is those which mean
SO's expectation levels for ego.

The two critical T1 - T correlations, DOAS T1 against DOAS T2

and DEDULEV T
1
against DEDOLEV T

2'
at .91 and .87 respectively, indicate

substantial reliability over a two-month time lapse. This means that
the instruments we have designed to measure, first, the occupational
prestige level which the significant other expects the individual to
attain (04 in Table 17), and second, the level of schooling the signi-
ficant other expects the individual to complete (E4 in Table 12), have
a high degree of response stability over a two-month period.
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TABLE EIGHTEEN

Test-retest reliability correlation coefficients
for definer forms

of the significant other expectation level elicitors
(N given below correlations)

Time 1 Time 2

DOAS (definer SO's level
of occupational expectation
for the youth)

DEDULEV (definer SO's level
of educational expectation
for the youth)

DOAS DEDULEV

.912** .823**

(28) (24)

.690** .869**

(23) (37)

**Significant at the .01 level.
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The table also shows, as one would suppose, correlations between

two measurements of the same variable at different times is higher than

the correlation between two different instruments at different times.

For the model forms, the results are much the same, as Table 19

indicates.

[Table 19 about here]

The two critical correlations, MOAS at time T1 vs. MOAS at

time T
2
and MEDULV T

1
vs. MEDULEV T

2'
are respectively .723 and .848.

. .

These values are not quite so high as the equivalent values for the

definer forms (DOAS and DEDULEV), but they are nonetheless substantial

enough to warrant confidence in the reliability of the model forms.

They tell us that the instruments to measure the levels of occu-

pational and educational aspiration this type of significant other

(model) reports that he had for himself when he was young and had not

yet finished school or taken regular employment are somewhat stable over

a two month period.

Paralleling the previous data, the table also shows the corre-

lations between different types of instruments at different times,

while high (.535 and .501), are lower than the reliability coeficients.

C. Summary:

Straightforward test-retest methods reveal substantial reli-

ability over a two-month interval for definer forms of the occupational

expectation level instrument for significant others (rtt = .912), for

the educational level instrument for significant others (r.t.t = .869),

and for the model forms of the same two types of instruments, which

measure the significant other's recollection of his early aspiration

levels for himself (occupation: rt
safe

= .723; and education: r = .848).

Despite the high attrition rate on this subsample, it seems safe to say

that these instruments have a high degree of stability, at least over

two uonths.

Reliability and internal consistency data on the expectation

levels definers hold for the individual for whom they are significant

others are available on all those SOs for whom comparable data are

available at both times the expectation instruments were administered

to the West Bend SO reliability sample. These are presented in Table 19a

[Table 19a about here]

The final sample sizes (reduced because not all SOs are definers,

because of the T
2
non-response rate and because of various minor

technical problems) are small. Despite this the size of the critical

reliability coefficients is quite high; we have already reported this.

More important for present purposes is the pattern of high over-all

correlations for each instrument within and between instruments at the

same amount at different times.
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TABLE NINETEEN

Test-retest correlations for model forms

of the significant other level-type expectation level elicitors

(N given below correlations)

Time 1 Time 2

MOAS (Model SO's level of
occupational expectation
for the youth)

MEDULEV (Model SO's level
of educational expectation
for the youth)

MOAS MEDULEV

.723** .501

(27) (15)

.535** .848**

(20) (33)

**Significant at the .01 level.
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These data provide solid evidence of the generally high reliability

of these crucial instruments which measure the levels of attainment a

young person's significant others expect of him. They also provide

further evidence of the validity of the Significant Ocher Elicitor (SOE)

forms, which identified the SOs in the first place: surely SO Expectation

Elicitors taken on people whom an SOE erroneously nominated would have

yielded erratic expectation levels for focal youth and thus low corre-

lation coefficients.

3. General Summary:

In general we have found that the Significant Other Elicitor

forms provide a fairly good screening device for identifying persons

who influence a youth's educational and/or occupational decision-making

by functioning as definers (who tell him how he can or does relate to

school and work) or are models (whose actions show him how one can

relate himself to school and work). Evidentally, there is some turnover

of significant others over time in this area. Also, the instrument it-

self probably "captures" only some of the most important of those who

perform this function. Yet the instrument seems quite adequate to be

used as a screen to identify persons who are significant others for the

youth in these areas of life. Surely, if administered twice, with

several week intervals between, we could be quite certain that those

names which appeared at high levels both times really are significant

others for the youth. Working with them, either for research purposes

or for practical reasons, would have a relatively high probability of

yielding substantial results for the youth.

The stability of the forms for eliciting the expectation levels

definer SOs have for the youth and model SOs have for themselves is

quite high. For most theoretical and practical pruposes the first of

these--the forms for measuring expectation levels definers hold--is the

most important. They also have the highest stability coefficients. We

can safely say that they are exceedingly reliable over a two-month

period.



CHAPTER SIX

RELIABILITY AND VALIDITY OF THE "CHOICE" TYPE INFLUENCE ELICITORS:

1. Introduction and Special Considerations:

This chapter is included primarily to explain some of the instru-

ments which are used to test validity of the instruments designed to

assess the SOs influence on the levels of educational and occupational

aspiration of the youth; and secondarily because they are of theoretical

interest in their own right.

In Chapter Five we pointed out that the special phenomena which

the "choice" type Influence Elicitors (i.e., those instruments which

measure the degree of valuation individuals and their significant

others place on the various filter categories for education and

occupation)measured warranted their separate consideration. The

characteristic we were referring to is their supposed status as

culturally shared values. If indeed, the filter categories are broad

enough to apply meaningfully to all segments of the population, they

must take on the character of values, and one of the characteristics

of values is a near-universal high (in this case) valuation assigned

them by members of the society.
Consequently, if the filter categories

were well chosen, i.e., if they really are cultural values, then a

valid measure of their valuation should yield uniformly high values

with little variance. But if the variance is small, then product-

moment correlations among the tests which measure them will be

depressed accordingly, and this needs to be accounted for in discussing

measures of reliability. It is desirable, then, to discuss validity

and reliability jointly.

2. Methods:

Although the structure of the variable measured by the choice

measures warrants special treatment, the test forms themselves are

not unusual, and so standard procedures such as internal consistency

analysis, test-retest, etc. can be applied. Bearing in mind the

potentially depressing effect of expected low levels of variation,

however, a contingency table form of analysis similar to that

devised for the SOEs in Chapter Five was also designed.

3. Sample:

The samples are drawn from elements of the West Bend Students

and SOs already described in Chapter Five. Citations to the

appropriate samples are given as they occur in the text.
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4, Results:

Table 20 shows the abbreviations used in this chapter. The first

validity hypothesis--that, if the choice'Expectation Elicitors do in

fact measure values, their scores should be high and their variances

low, is born out by the data.

Each of the choice instruments purports to measure four filters

or "dimensions." On all occupational choice forms, the questions

refer to the following:

(1) Kind of work

(2) Working conditions

(3) Purpose
(4) Benefits

On all educational forms,

(1)
(2)

(3)
(4)

Success in life
Personal devdlopment
School work ,

School social life.

Each item has a maximum possible range

to +5 (very important). Thus each

of +1 and a maximum possible score

possible score of +4 and a maximum

for all items were it the vicinity

tests were about 16.
114

of from +1 (very unimportant)

item has a minimum possible, score

of +5, and each test has a minimum

possible score of +20. The means

of +4, and the means for all the

It is important to recall that expectation elicitors were

applied only to SOs who are definers. SOs who are merely models were

given self-aspiration elicitors. These models have influenced the

person but only because he has learned something about education or

occupation by observing. them; not because he discussed such things.

with them.

Variance was low, as expected. Of 71 selected variables used at

one time or another in the course of this research, the average

coefficient of variation115 was 36.66. The average coefficient of

114 For exact values, see Appendix E.

115 Coefficient of Variation .= 100 sj ,

..X?.
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TABLE TWENTY

Designations for Choice Instruments

Appendix B Designation:

OC

ED

-

=

Subject Forms

03

E3

Occupational Choice

Educational Choice

Significant Other Forms

05 DOC = Definer for Occupational Self
or Object, Choice

03 MOC = Model for Occupational Self
or Object, Choice

01 GOC = Definer or Model for
Occupational System, Choice

E5 DED = Definer for Educational Self
or Object, Choice

E3 MED = Model for Educational Self
or Object, Choice

-El GED = Definer or Model for Educational
System, Choice
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variation for the choice measures was 12.54. Although this result

supports the hypothesis of validity (this is the way we should

expect such a variable to behave) it also indicates that caution

should be exercised in interpreting product-moment correlations

among the instruments.

With the above caveats, the correlations of internal consistency

of each form are now presented in Table 21.

For the significant other forms, the correlations are from the

mean score of all SOs for each subject since significant others

cannot be assumed independent of the subject they hold expectations

for, and since it is this single mean score that enters further

analyses as the composite of influences the significant others have on

the subject.

We would expect that the SO's general statements of choice

would be more highly intercorrelated than the statements relating

to self (for model forms) or the subject (for definer forms). This

is borne out by an examination of the eight pairs of item-total

correlations relating the SO influence forms appropriate to

defining the self in relation to occupational filters to those

defining the occupational system (DOC + MOD to GOC), and the SO

influence forms appropriate to defining the self in relation to

educational filters and those defining the educational system

(DED + MOC to GED). This should be true as discrimination on

each item will take place when put in the context of a particular

situation; this discrimination replaces a general statement of

values readily given high responses. If one test is assumed valid,

there is evidence for the validity of the other test(s).

Another hypothesis between these sets is the following:

since for D + M vs. G sets, each item number refers to_the same

content,116 we should expect that, with valid and reliable tests,

item correlations from form to form would be highest on the same

items. The relevant data are given in Table 22.

The parenthesized correlations should be higher than any

other correlation in its row or column. This holds for the top

matrix of Table 22, and there are two exceptions in the bottom

matrix.

116 See Appendix B for item content.
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TABLE TWENTY-ONE

Internal Consistency of Coefficients of Choice Instruments

Ql Q2 Q3

Occupational

Q4 ITEM
TOTAL

Ql -- .274 .308 .244 .667

Q2 -- ,289 .454 .721

Q3
-- .120 .630

Q4 -- .649

TOTAL
- - --

Educational

Ql -- .491 .465 .318 .714

Q2 _- .599 .466 .799

Q3
-- .412 .819

Q4 -- .728

TOTAL
____

Definer Occupational Expectations & Model Occupational Self-Aspirations

Ql -- .398 .311 .398 .624

Q2 -- .183 .691 .684

Q3
-- .032 .391

Q4
WO AMP .544

TOTAL
M., ONO OND

General Occupational

Ql -- .407 .441 .436 .772

Q2 -- .403 .655 .781

Q3
-- .297 .696

Q4
-- .737

TOTAL
____

Definer Educational Expectations & Model Educational Self-Aspirations

Ql -- .755 .718 .356 .695

Q2 -- .562 .542 .711

Q3
ig. .339 .632

Q4
-- .586

TOTAL

Q1
Q2

Q3
Q4
TOTAL

.0.

General Educational

.728 .637 .338 .791

VIM OM .688 .441 .849

-- .313 .757

-- .637
al alli AIM

107



TABLE TWENTY-TWO

Correlations Between SO Items Eliciting Expectations (for definers)

and Self-aspirations (for models) Tending to Define the Self in

Relation to Educational and Occupational Filters or to the Educational

and Occupational Systems as Such

Items Defining the filter
for the Self or Object in
Relation to:

Occupational:

Items Defining Occupational
or Educational System

GO'Q1 GOCQ2 GOCQ3 GOCQ4

QI (.686) .234 .388 .300

Q2 .398 (.707) .384 .584

Q3 .154 .121 (.548) .:026

Q4 .408 .550 .273 (.647)

Educational: GEDQ1 GEDQ2 GEDQ3 GEDQ4

Ql (.456) .463 .391 .237

Q2 .594 (.598) .367 .387

Q? .311 .351 (.499) .175

Q4 .319 .410 .206 (.714)
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The test-retest reliability of the choice forms was made from

a sample 117 of significant ethers, and not from the subjects. Mean

s -res by subject sets were aot used here as significant others were

not chosen by subject set, and a strong dependence here was not

expected.

Respondents were mailed these instruments along with others in

late January, 1968. The retest sample was mailed in a packet

containing all the same forms in late March, 1968, giving a two-month

period between tests. From an initial sample of 100, 69 responded

the second time. Since each SO received only forms relevant to his

type as an SO, the N does not equal 69 in any case. The number of

responses used by form for each type of test-retest reliability

are presented in Table 23. If the forms are reliable, we should

have (1) a high percentage of the same response each time;

(2) a significant chi-square (which we present because it is a more

trustworthy technique for testing significance with this kind of

data than are techniques based upon correlation coefficients);

(3) a high correlation, bearing in mind that low variance depresses

the correlation.

The results are presented in Table 24. Note that if all

marginals were non-zero, a 5 x 5 table wouad result for each item

(5 possible responses at T1 by 5 possible responses at T2)

yielding 16 degrees of freedom. Of twenty-four tables, only two

do, as, in general, the lower value rows and columns were all zero.

This further indicates the high clustering of the responses at the

high levels of the scale.

It seems that the questions are reliable over time. Most

respondents either change not at all or make one change on a five-

point scale. The statistical significance of the cross-tabulation

indicate stability over time, as do the high C values.

For the above instruments as total scores, we have the following

test-retest correlations:

DOC: .529

MOD: .724

GOC: .744

DED: .798

MED: .314

GED: .606

117 One hundred SOs were selected at random from those SOs who had

already responded to the first validation questionnaires. They

were sent another packet of the same forms two months later.
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TABLE TWENTY-THREE

Sample Sizes for

Test-retest Reliability Coefficients for Significant Other

Choice-Type Influence. Elicitors

Abbreviation of
Instrument Content of Instrument Effective Sample Sizes

DOC

MOC

Definer of Filter for
Occupation, Self or

Object

Model of Filter for
Occupation, Self or

Object

28

28

GOC Definer or Model for 39

Occupational System

DED Definer of Filter for 36

Education, Self or

Object

MED

GED

Model of Filter for
Education, Self or

Object

32

Definer or Model for 55

Educational System
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TABLE TWENTY-FOUR

Test-retest Reliability of Analysis of Choice-type SO Influence Elicitors

Form Item % No Change X2 df Significance Level

DOC 1 48 22.77 12 .010 .583**

2 59 33.73 9 .001 .581**

3 41 10.96 9 .500 .376*

4 48 23.36 99 .010 .538*

MOC 1 53 21.27 12 .050 .755**

2 50 15.75 9 .100 .706**

3 43 9.81 6 .250 .470

4 53 25.46 12 .025 .679**

GOC 1 65 36.65 9 .001 .693**

2 60 23.32 6 .001 .665**

3 60 16.90 4 .005 .479**

4 68 34.53 8 .001 .761**

DED 1 58 38.89 16 .005 .750**

2 47 29.33 12 .005 .692**

3 63 43.19 9 -.001 .747**

4 58 36.95 12 .001 .675*

MED 1 64 19.49 6 .005 .508**

2 42 8.04 6 .250 .326

3 58 20.90 9 .025 .568**

4 55 33.17 12 .001 .465**

GED 1 60 17.45 6 .010 .293*

2 47 48.32 9 .001 .571**

3 53 19.19 8 .025 .484**

4 67 66.89 16 .001 .612**

Significant at the .05 level.

** Significant at the .01 level.
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The possibility that the phenomena under study (definer SO's
expectations for the youth whom they influence or the model SO's
self-aspirations which are (perhaps hazily) communicated to-the
youth,and seen in terms of concrete choices as their filters, rather

than in terms of levels of the educational or occupational hierarchy)

have changed over a period of two months does not seem to be indicated

by these results. Minor changes over time point to sharp differenti-

ation between low and high scores with somewhat less differentiation

between these categories.

In conclusion, the SO choice influence instruments appear to

be valid and reliable as evidenced by (1) reasonable item-item
and item-total correlations on all versions of the forms;

(2) lawful relation of the G forms to the D and M forms, in terms

of item-to-total, and item-to-item associations; and (3) in terms of

retest data after two months and the resulting indications of

stability for items and for total scores.

Because of the unusual nature of the variables measured and

their problematic relationship to educational and occupational levels

of aspiration, more research is indicated before they can serve as

a useful tool for the applied practitioner, and we recommend they

be considered research instruments only.
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CHAPTER VII

VALIDITY OF TEE WISOB SIGNIFICANT OTHER ELICITORS

AND LEVEL-TYPE SIGNIFICANT OTHER INFLUENCE ELICITORS

There are three separate validity questions involved in assess-

ing the quality of the significant other battery: 1) The validity of

the Significant Other Elicitors, 2) The validity of the Expectation

Elicitors, and 3) The validity of both sets of instruments in conjunction

as a measure of the field of interpersonal influence in which individuals

are located.

1. Validity of Significant Other Elicitors:

The simplest measure of the validity of a test instrument is

its correlation with another test instment of known validity which

purports to measure the same variable. Since this technique is not

possible with the Significant Other Elicitors, (the Significant Other

Battery was designed specifically because of doubts about the validity

of existing instruments) a less direct measure, sometimes called construct

validity is used here.

Construct validity implies some theoretical knowledge about the

behavior of the phenomenon to be measured. If one is checking the validity

of a thermometer, and he knows beforehand that temperature is higher in

sunlight than in shade (other factors equal) then he can place his ther-

mometer at one time in the shade, then in the shade, then in sunlight.

If the thermometer does measure temperature, it will read higher when in

sunlight than when shaded.

Unfortunately, not so much is known about the behavior of signi-

ficant others under varying conditions as is known about the behavior of

temperature. Since the quality of construct validity procedures is only

as good as our theoretical understanding of the behavior of the phenomena

the test purports to measure, and since our theoretical knowledge of sig-

nificant others is scanty, the approach used here is somewhat of a compro-

mise measure.

In the long run our aim is to test hypotheses about the influence

of significant others on the educational and occupational orientations of

youth. It would be perfectly feasible to generate hypotheses about this

area and use them as the basis of tests of construct validity. But to

118. This kind of-validity testing is called convergent validity. It

implies as well that the test should not be correlated with valid tests

which measure variables unrelated to the phenomenon in question. This

related for is called discriminant validity. See Donald T. Campbell and

Donald W. Fiske, "Convergent and Discriminant Validation by the

Multitrait Multimethod Matrix," Psychological Bulletin 56(1959), pp. 81-105.
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validate the instruments with tests in this area and then to use exactly

the same data as evidence regarding the validity of the hypotheses would

open us to the charge of circular reasoning. .,,We would in effect be say-

ing that the instruments were valid because-the-results were consistent

with predictions for a hypothesis, and then saying that the hypotheses

were tenable because tests of it,. based on valid instruments,

turned out to support it. We have therefore decided to test the

construct validity of the instruments on hypotheses other than the .

main ones we wish to test, involving non -S0 variables which are

different from those with which we are ultimately Concerneds. As an

additional safeguard we have tried to use the basic SO response data

to form SO variables which are different from the ones we intend to

use in testing our key substantive hypotheses.

Finally, all hypotheses were worked

collected. This was done to avoid using

post -hoc, as evidence of validity of the

substantive hypotheses.

out before the data were.
chance relationships, formed

instruments.or of the

A. Hypotheses:

The procedure involved here is basically this: two measures of

patterns of significant others were selected: (1) Total. number of

significant otheratfor any individual, and (2) an index of mean

significant other involvement consisting of the average level-of

significance °fall significant others for any individual. (This

takes into account the"intensity" of the SO relationships
of the person.)

Hypotheses were then generated (within the limits of-current theory)

about (a) the relationship of these two variables to each other,

(b) the variables upon which high and low values of these two measures

may be seen to depend and, (c) the variables which should take high

or low values as a consequence of high and low values of these two

variables.

(1) The relatioAship between-number of significant others and mean

involvement with significant others: At first glance it would seem

that these two measures should be inversely related. If the amount

of time a person has to spend with others is relatively fixed, then

the larger the'humber of persons he spends it with, the less will

be the average "-amount he spends on each. We do hypothesize.a

negative correlation between these variables, but not nearly a

perfect one.

First of all, the amount of time and attention one devotes to

interaction with others is not absolutely fixed; those persons with

a higher "social" inclination may spend a greater proportion of their

time interacting than others, and consequently may have both a

higher total number of significant others as well as a higher

average involvement with them. Secondly, there are both upper and

lower bounds to the measure of significant other involvement

:11
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(4 and 1 respectively). It is likely that, on the one hand, a person

could invest the maximum amount of attention measurable on this

instrument on several people (perhaps 3 or 4)--that is, he could have

3 or 4 others at level 4 of significance. Reductions ir total number

beyond that level would no longer reduce the average level of influence.

On the other end of the scale, a score of 1 is the lowest a significant

other can attain on the Significant Other Elicitor instrument, and so

no matter how many significant others are detected, each of them must

occur at level one or higher, otherwise their name would not appear

on the instrument at all.

'Riese limitations indicate a hypothetical regression line

similar to the one in Figure 8. Thus the curve is negative over part

of its slope but not all of it. Although we posit a negative correlation

between total number of significant others and index of involvement

with significant others, (a) the relationship is probably curvilinear

and thus depresses the Pearsonian r, and (b) both measures are undoubtedly

related to factors other than each other. Consequently we draw the

following hypothesis. Hi: There will be a low ne ative relationship

between index of mean significant other involvement and number of

significant others when these variables are measured by meansof
a valid significant other elicitor.

(2) Factors upon which values of Total Number of Significant

Others and Involvement of Significant Others depend: The basic as-

sumption underlying this section is that interpersonal influence is

positively related to interaction; that is, the more one exposes

himself to interaction,' the more he exposes himself to interpersonal

influence. Consequently, two sets of variables are measured in this

section: (a) amount of interaction, and (b) psychological disposition

toward interaction. Theoretically, we can make the following

hypotheses:
(a) Increased interaction increases the available pool of

potential significant others. Consequently H2: The amount of inter-

action will be positively correlated with a valid measure of total

number of significant others. But (b) simple increased interaction

could be a consequence of either a greater amount of time spent in

interpersonal behavior, or the same amount of time spent with more

significant others, thus reducing the average level of involvement

with significant others. The next hypothesis follows from this.

H3: The correlation between the amount of interaction and a valid

index of mean significant other involvement will be near zero or

slightly negative. (c) Psychological predisposition toward inter-

personal activities, insofar as it actually leads to increased inter-

action should be positively related to total number of significant

others. Thus we hypothesize--H4: Variables measuring psychological

disposition toward interaction will be positively correlated with a

valid measure of the total number of significant others. But (d) a

high psychological predisposition toward interaction should lead to

more total time spent with more others, or more total time spent with the

e'
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FIGURE EIGHT

Hypothetical regression line showing a slightly negative relation-

ship between index of involvement with significant others and total

number of significant others

3

2

1.

1 2 3 4 5 6 7 8 9 10

Total number of significant others
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others in some instances. Thus the next hypothesis--H : Variables
5 .

2n!am.TimssyclhoksisalpmdiaoaiIlctntoward
interaction will show

a low-to-moderate ositive correlation with a valid index of mean

involvement with significant others.

(3) Factors which depend upon values of Total Number of Significant

Others and Involvement of Significant Others:

Since significant others are by definition important sources of

influence for the psychological characteristics of individuals, then

differences in patterns of significant others should correspond to

personality differences in the individual. It should be of real

psychological consequence to the individual, for example, to have a

great many significant others rather than a few, or to be deeply

involved with interpersonal influence rather than only superficially

so. We suspect that two psychological variables in particular should

be so affected: (a) dogmatism, and (b) personality adjustment.

(a) Dogmatism: We assume here that dogmatism refers to a rather

rigidly delineated set of concepts available to the individual for

the categorization of reality; consequently the dogmatic individual is

relatively restricted in the alternative interpretations he can place

on reality and in the alternative behaviors he can apply or allow to

be applied to social situations.119 If reality is socially defined,

such a view ought to be at least partially a consequence of a restricted

environment of interpersonal influences. Hypothetically, increments

in the number of significant others to which one is exposed should

maximize the probability of receiving diverse interpretation of reality

and consequently larger numbers of potential behaviors. However,

it is conceivable that an individual may be involved with a sizeable

number of significant others of nearly identical belief, so the rela-

tionship should not be a perfect one.

We hypothesize, then, as follows, H6: A low correlation will be

found between dogmatism and a valid measure of the total number of

significant others.

We see no direct reason why dogmatism should be correlated with

significant other involvement, and accordingly draw the following

hypothesis, subject to the qualification stated immediately after-

ward, H7: The correlation between a valid index of mean involvement

with significant others and dogmatism should be zero. (However, the

negative relationship between Total Number of Significant Others and

Involvement of Significant Others itself may be enough to generate a

spurious positive correlation of low matnitude between dogmatism

and mean involvement with significant others.)

119. Milton Rokeach, The Open and Closed Mind, New York, Basic Books

Inc., 1960; also see T. W. Adorno, Else Frenkel -Brunswick, D.

J. Levinson, and R. W. Sanford, The Authoritarian Personality,

New York, Harper, 1950.
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(b) Personality Adjustment: If the categories one uses in order

to classify and deal with social situations are products largely of

interpersonal influenpes,.then deficiencies in interpersonal influence

should lead to deficient category systems, relative inability to cope

with social situations, and personality maladjustment. There ought

to be a point, however, at which sufficient interpersonal inflUence

has.accrued so that the individual is capable of handling his environ-

ment adequately, and beyond which further accretions of significant

others would not markedly improve adjustment. We hypothesize, then,

a curvilinear relationship more or less like the one in Figure 9.

The zero-order Pearsonian r will underestimate this curvilinear

relation, and we consequently expect a moderate positive relationship

between Total Number of Significant Others and personality adjustment.

The next hypothesis is based upon this. H8: A moderate positive

correlation will be found between a valid measure of number of si: i-

ficant.others and degree of personality adjustment.

The relationship between ISO and personality adjustment is some-

what problematic, in that the relationship (if one], is more likely

between total involvement and adjustment than average involvement.

No hypothesis is made here.

B. Data.

(1) The Sample: The sample consists of 110 students drawn at

random from the senior class of West Bend High School, West Bend,

Wisconsin. This school was chosen because census data showed the

town to have an industrial base and because, having only one school,

students from all strata attended it.

The administration yielded a useable N of 110, 59 males and 51

females. Table 24 illustrates the distribution of subjets.by sex

and father's occupation.

Table 25 illustrates the division by residence.

The table illustrates the bulk of the sample lives in West Bend

(over 10,000), although 38 live in rural areas and 13 live on farms.

Generally the sample seems roughly representative of the kinds

of subjects to whom the 'dISOB is intended:to be administered.

-(2) Operational Definitions of Variables Measures:1"

(a) Amount of Interaction: This variable is measured in

two different ways. The first is a simple two-item, open-ended

120. All these instruments may be found in Appendix.c.



FIGURE NINE

Hypothesized curvilinear relationship between_

personality adjustment and total number of significant others

Total number of significant others
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TABLE TWENTY FOUR

Sex of subjects by father's occupation,

West Bend High School (N=110)

Sex

Occupation Male Female Total

Professional 2 3 5

Executive 3 2 5

,

,

'Salesman 6 5 11

Office worker 2 1 3

Owns/rents/manages small

business 2 2 4

Owns/rents/ manages farm 1 2 3

Factory worker 27 21 48

Other 15 14 29

Total 58 50 108*

*Total does not equal 110 because of missing data.
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TABLE TWENTY FIVE

Sex of subjects by place of residence (N=110)

Place of residence Sex
Male Female

Rural-farm 6 7

Rural-nonfarm 10 15

Village, under 2,500 1 2

Town, 2,500-10,000 0 1

City, over 10,000 41 25

I .1 %IS., .1 b'

Total 58 50

Total

13

25

3

1

66

108*

*Total does not equal 110 because of missing data.
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sociometric-type test (filled in by the students in class, of course),

called number of interactors. Item one is worded: "Of all the

people in this room, who do you spend most of your time with?"

Item two is worded "Of all the people that you know, who do you spend

most of your time with?" Six blank spaces are provided for each. The

total number of different person:4 mentioned on both items is-summed.

The second instrument is somewhat less direct, measuring

participation in extra curricular activities, as follows:

The kinds of extra curricular activities in which I participate

are:
(Check the ones in which your participate regularly,
and add to the list if necessary.)

( ) athletics.

( ) band-orchestra.
( ) chorus-vocal.
( ) dramatics.
(') debates

( ) 4-H or FFA
( ) school paper

( ) annual.

( ) student government.
( ) hobby club.
( ) other.

( )

( )

( )

(b) Psychological disposition toward Interaction: This

variable is measured operationally by the Acceptance of Others121

scale, .a 28-item Likert-type scale. The assumption underlying its

use here is that the more favorable a person's attitude toward people

in gene.,al, the higher his rate of interaction.

(c) Dogmatism: Dogmatism is operationally measured here

by tie Schulze Dogmatism Scale, a shortened form of the Rokeach

Dogmatism Scale. .1.22- This Guttman scale consists of the "best" ten

items (i.e., those resulting in the least errors) from Rokeach's

original index.

(d) Personality Adjustment: Personality Adjustment is

operationally measured here by the Short Form of, the general adjustment

121. E. Berger, "The Relation Between Expressed Acceptance of Self and

Expressed Acceptance of Others," Journal of Abnormal and Social

Psychology 1952, Vol. 47, pp. 778-782, cited in Marvin Shaw and

Jack M. Wright, Scales for the Measurement of Attitudes, New York,

, McGraw-Hill, Inc., 1967, pp. 432-436. Used by permission of the

author. Also see appendix C.

122. Rolf M. K. Schulze, "A Shortened Form of the Rokeach Dogmatism

Scale," Journal of Psychological Studies, 1962, Vol. 13, No. 2,

pp. 93-97.
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scale called the "Minnesota Survey of Opinions."123

It is a 31 item Likert-type instrument which measures the morale

and general adjustment of respondents.

(3) Validity of Expectation Elicitors

As we mentioned in Chapter 4, there are four basic kinds of

expectation elicitors measuring whole attitudes in the WISOB: two

dealing with education and two with occupation. Of these, one specifi-

cally measures the level of attainment that the SO who is a definer

expects of the youth, and another measures the level of aspiration

the SO who is a model had for himself when he was young. It is these

which we hope to use in research on attainment levels in stratification

systems. The other two, based on the relative values of filter cate-

gories, not explicitly deal with hierarchical levels, but rather

with the criteria upon which such judgments rest. Of these, the

hierarchical measure: of levels of occupational expectationAr aspir-

ation is based directly on an instrument of known validity. In

its original form (referring to a youth's aspirations for his own

attainment, rather than another's expectations for his attainment)

the behavior of the variable it measures is fairly well-known

theoretically. We know, for example, that levels of occupational

and educational aspiration are positively correlated to a substantial

degree. Consequently, valid instruments designed to measure the

occupational level of influence of SOs should be highly positively

correlated with valid instruments designed to measure the educational

level influences of SOs. That is to say, the SO's scores for ego on

the Occupational Expectation Level Elicitor Form (042, from Table 12,

Chapter 5 ) or, if the SO is only a model, his scores on the Occupa-

tional Self Aspiration Level Elicitor Form (022, from Table 12, Chapter 5

will be highly correlated with SO's scores for ego on the Educational

Expectation Level Elicitor Form (E42 from the above mentioned table)

or the Educational Self-Aspiration Level Elicitor Form (E22 from above).

(Self-aspiration forms were used for models who were not definers and

who therefore did not have expectations for the individual.)

123. E. A. Rundquist and R. F. Sletto, Personality in the Depression,

Child Welfare Monograph Series, No. 12, Minneapolis, University

of Minnesota Press, 1936, cited and discussed in Delbert C.

Miller, Handbook of Research Design and Social Measurement,

New York, David McKay Co., 1964, pp. 151-159.

124. A. C. Haller and I. W. Miller, The Occupational Aspiration

Scale: Theory, Structure and Correlates, East Lansing:

Michigan Agricultural Experiment Station, Tech. Bull. No. 288,

1963.
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The two remaining sets of instruments do not refer to hierarchical

levels and for convenience are called expectation choice elicitors.
Of the two, the Educational Choice Elicitors (E) almost necessarily
imply such a hierarchy though, for the following reason: since there

is little latitude for choice within any given educational level, an
increase in the valuation placed on the filter categor3,.:s 11:1:ning
education as an object would almost necessitate a higher level of

educational aspiration. We should expect some correlation, men, .1f
the Educational Choice Elicitor with a valid of the

Educational Level Elicitor. Within the occupational prestige
hierarchy, however, there is a great deal of variation possible within
any given occupational prestige level. Higher valuation placed upon
the occupational filter categories for occupation would not imply higher
scores on the Occupational Level Elicitors to such a great degree as

higher valuation of educational filter categories implies higher
Educational Elicitor scores. Consequently, a valid occupational
choice measure should not be so highly correlated with a valid measure
of educational level expectations. We should assume then, that the
two level measures (since they measure relatively the same phenomenon)

should intercorrelate highly. The two level vs. level/choice measures
(Educational level vs. Educational choice; Occupational level vs.
Educational choice) should correlate less highly; the level choice
and choice only (educational choice vs. occupational choice) should
correlate less still, and the two level and choice measures (educa-

tional level vs. occupational choice and occupational level vs.
occupational choice) should correlate least of all. This should be

the case both for the expectations of others and the aspiration of

youth.

Consequently, the following hypothesis may be generated:

Ho r12 = r13 = r23 = r34 = r24 = r14

H1 = 1'23' r34> r24 = r14

Validity is.indicated by rejecting Ho in favor of H1.

Where
V1 = Educational level

V2 = Occupational level
V3 = Educational choice
V4 = Occupational choice

Sample: The expectation elicitors (EE) were
of 110 students selected at random from West
the significant others (SO) of this group as
SOE's (N = 1357). Administration of the EEs
questionnaire, and a 66% return rate yielded

124

administered to a sample
Bend High School and all
identified by the WISOB
to the SOs was by mailed
a useable N of 898.



An approximately 66% return rate yielded 898 significant others,

505 male and 393 female. Table 26 illustrates the division of SOs by

residence.

Table 27 shows the occupations of the SOs, by sex of the SO.

The large "other" category represents mostly students, housewives

and retired persons.
(4) Joint Validity Measures

The third validity question is the degree to which the WISOB

SOEs and the WISOB EEs, working together, provide a valid measure of

the location of individuals within a matrix of significant other

influence.

Within the construct-validity framework necessary here, it is

essential to assume that variations in the structure of interpersonal

influence patterns will have psychological consequences for the

individual, and that a valid measure of significant other influences

will be associated with such psychological effects. Current theory

allows us to predict certain consequences of different SO patterns

(e.g., a correlation between the expectations of SOs and the aspirations

of ego) but is not really strong enough to predict the magnitude of

such relationships--immediate, contemporary significant other influences

must compete against lesser sources of interpersonal influence (which,

in sum, may be great), prior significant other influences, self-

reflexive acts, etc. What this means in practical terms for our pur-

poses is this: while we can predict that there should be correlations

between the expectations of significant others and the aspirations

of individuals, we do not know how strong they should be. Consequently

the following basic research strategy was adopted.

Without predicting the magnitude of the relationships, it should

be the case that a valid test administered to significant others should

correlate higher with a test measuring the same variable administered

to the students than it should with a valid test measuring a different

variable. The following four hypotheses may thus be generated.125

125. Here we fellow the terminology presented in Archibald O. Haller,

"On the Concept of Aspsiration," Rural Sociology 33, Dec. 1969,

pp. 484-487. Levels of aspiration (toward a goal structure)

are defined as properties of ego as opposed to levels of expec-

tation which alters (or here, significant other) have for ego- -

obviously properties of alters.
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TABLE TWLNTY -SIX

Number of significant others by place of residence (N=898)

Place of residence Number Percent

Rural-Farm 74 8.2

Rural-nonfarm 178 19.8

Village, under 2,500 40 4.4

Town, 2,500-10,000 46 5.1

City, over 10,000 553 61.5

Other 7 .9

.Total 898. 100
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TABLE TWENTY-SEVEN

Sex of significant others by occupation (N=898)

!Occupation
Sex

TotalMale Female

Professional 136 69 205

Executive 17 0 17
1

I

Salesman 20 6 26

!Office worker 13 44 57

Owns /rents /manages small

business 3 0 3

lOwns/rents/manages farm 7 0 7

!Factory Worker 61 16 77

Other* 248 258 507

'Total 505 393 898

1

The large "other" category represents primarily students,
housewives and retired persons.
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H
o

r12 = P14

r24 = r23

r13 = P23

r24 r14

H
1

r13 13 r14

r24 > r23

1,13 > r23

P24. > r14

where V1 = Student's Educational

Aspirations
V2 = Student's Occupational

Aspirations
V3 = Significant Others' Educational

Expectations
V4 = Significant Others' Occupational

Expectations

Validity is indicated by rejection of the H
o
in favor of H1

.

These hypotheses are restricted to measures of Educational and Occupa-

tional level, which are the expectation instruments of principle concern.

There is virtually no existing body of theory of enough substance to

warrant firm predictions about the behavior of the variables measured

by the educational and occupational choice instruments. There is

enough evidence resulting from this research, however, to consider

them valid measures of a fairly unusual set of variables, and to warrant

treating them in a separate section, as has been done . (See Chapter Six.)

(5) Results:

(a) Validity of the Significant Other Elicitors.

All the hypotheses in this section depend on the total number

of SOs a person has. Yet the WISOB purports only to detect educatiobal

and occupational SOs. In order to test the hypothesis that number of

educational and occupational SOs was related to number of SOs in

general, a crude instrument, the Life StyleIndicator, was developed.

This instrument purports to measure the significant others a person

has for defining his future social drinking and smoking behavior.

These decisions, we reasoned, were unrelated to educational and occupa-

tional decision-making, yet pervasive enough to be faced by ail members

of the sample. Although originally designed as an exact parallel to

the Educational and Occupational instruments, objections by school

administrators forced the deletion of one item (Who do you know who

is of legal age who uses alcohol?--a model for object item). Even

so, the correlation between number of educational and occupational

SOs and life-style SOs is .740 (N = 109).

In the earlier paragraphs nine hypotheses, two of which were

tested two ways, concerning the validity of the SOEs were made concerning

the relationship of two variables yielded by the SOEs to other selected

variables. Table 28 summarizes the predicted relationships and Table 29

shows the observed correlations.
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As a comparison of the two tables indicates, seven of the
nine hypotheses are confirmed by the data at the .05 level. Two are

not: the relationship between number of SOs and Psychological Dis-

position Toward Interaction is essentially zero where a position
relation had been predicted, and the relationship between number of

SOs and Dogmatism is statistically not different from zero at the

.05 level where a negative r had been predicted.

The Attitude Toward Others Test, however, (which is used here as

the measure of psychological disposition toward interaction) does not

correlate significantly with any of the other 71 variables derived in

the course of the significant other project except for low to moderate

correlation with the other two personality tests. This is enough

to generate significant doubts about its validity. It should probably

not be counted strongly as evidence in either direction.

The failure to appear of the negative relationship between

dogmatism and number of significant others is not so easily accounted

for, except that the Schulze Dogmatism Test correlated with onli-thiee
of the 71 variables in the matrix, and thus casts some doubt on its

validity as well. If both the Schulze Dogmatism Scale and'the Attitude

Toward Others Tests were removed from the analysis, five validation

hypotheses, all confirmed, would remain. Nevertheless, even if all

tests are included, only one of the nine correlations would flatly

contradict the validity of the SOEs at the .05 level. It would seem,

then, that the results strongly indicate that the SOEs are valid

instruments for detecting significant others.

(b) Validity of the Expectation Elicitors.

The validity of the expectation instruments,-as has-been

pointed out, rests on the fact that a good deal is known about the

theoretical behavior of some of the variables measured by the major

expectation elicitors. Based on that knowledge, the following
relationship among the instruments was predicted:

Ho z r12 z r13 = r23 = r34 = r24 = r14
where V1 = Educational Aspir-

ation
V2 = Occupational Aspir-

H1 z r12 > r131.1r23 ' r34 > r24."-"I'14
ation

V
3
= Educational Choice

V4 = Occupational Choice

Validity is indicated by the rejection of Ho in favor of H1.

There are two basic ways in which these hypotheses can be tested.

First, the expectation elicitors were administered first to the 110

students at West Bend High School to measure their own aspirations
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and attitudes. Second, the expectation elicitors were subsequently
administered to 899 of these students' significant others. The mean
values of the SO influence variables (levels of expectation for definers
and level of self aspiration for models) of the SOs of each student
were then calculated. Consequently, two equations (or inequalities).
can be generated: one for the relationships among the tests admin-
istered to the students and a second for the relationships among the
mean expectations of the significant others. (Exact significance
levels have not been calculated, because it is scarcely possible to
obtain two intervals between r = .652 and r= 0 leaving the 1.96 standard
deviations required for significance at the .05 level between each
step', but it should be noted that these inequalities are simply short-
hand ways of predicting orderings between pairs of correlation coef-
ficients. The two inequalities represent 26 such distinct pair
predictions. The probability of confirming all 26 of these hypotheses
by chance when in fact r12

= r13 = r23 = r34 = r24 = r14 is extremely
remote.)

The results indicate that, in both cases, we are more than
justified in .rejecting the null hypothesis in favor of the alternative
indicating validity.

For the students, the results show that

r
12

r13 r23 r34 r24 r14

.652 > .379 2-.413 > .106 > .051=1".034

For the significant others',

r
12 r13 r23 r34 r24 r14

.723 > .482 S'.338 > .157 > .0641 .078

The marked similarity between the two inequalities also indicates the
similarityof the result when the instruments are administered to
students'and their SOs. Again, the evidence strongly suggests that
the instruments eliciting aspiration or expectations for attainment
along an educational or occupational hierarchy are valid. This in-
dicatesthat we can have a great deal of confidence in the ways
here devised to measure the expectation levels of SOs who are definers
and the self-aspirations of model SOs who are not definers, both for
eliciting the aspirations of students and the expectations of their
SOs as well.

(c) Results of Joint Validity Measures

The basic reasoning behind the joint validity tests was
that a valid test administered to significant others should correlate
higher with a valid test measuring the same variable administered
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to the students than it should with a valid test measuring a different

variable. In this instance, that means that the educational expecta-
tions of SOs for ego should correlate better with his educational
aspirations than with his occupational aspirations, and vice versa.
The fact that educational and occupational aspirations are highly

inter-correlated (r = .70, approximately) seriously confounds this
strategy, but nonetheless the results tend to support the hypotheses

of validity.

The originaly hypotheses were:

H
o

H
1

where

r13 = r14 r13 > r14
V
1

= Students'Educational Aspiration

r24
=
r23 r24 > r23

V
2

Students'Occupational Aspiration

r13 = r23 r13 > r23
V
3
= SOs Educational Expectations (or

self-aspirations)

R24 = rlg+ r2: > r14
V
4

SOs Occupational Expectations (or
self-aspirations)

Rejection of Ho in favor of H1 indicates validity.

The observed correlations yield the following result:

r13 r14
.720 > .646

r
24

r
23

.667 > .509

r13 r23
.720 > .509

r
24 r14
.667 > .646

All results are in the direction predicted by validity; all but

the first and fourth are statistically significant at the .05 level.

Although the data do not allow for statistical rejection of the first

and fourth null hypothesis, the statistical probability of the sample

yielding all four relationships as they are, given that there are no

differences in the population, is very small, particularly since both

educational and occupational aspirations and educational and occupa-

tional expectations are so highly related. We should also expect

some degree of non-spurious relationship between SO's educational

expectations and ego's occupational aspirations, and vice versa,
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for the same reason. (r = .652, r = .723 respectively). Again, the

general pattern of the results tends to indicate validity.

(d) Summary:

Three separate kinds of validity tests were employed:

(1) tests of the validity of the significant other elicitors, (2) tests

of the validity of the expectation elicitors, and (3) tests of both
sets of instruments operating jointly. In the first section, nine
hypotheses (two tested two different ways) were generated concerning
the relationship between two variables measured by the SOEs (number

of significant others and mean involvement with significant others)

and interaction, propensity toward interaction, dogmatism, personality
adjustment and each other. Eight of the nine relationships were in
the predicted direction; seven were statistically significant.

In the second section, 26 separate validity hypotheses (in the form

of two inequalities) were generated, based on theoretically expected
relationships among the variables measured by the expectation elicitors.
Although tests for statistical significance were not, strictly speaking,
appropriate, all the relationships were in the predicted ranges and
directions.

In the third section, four hypotheses, based on the theoretically

expected interrelationships between SO's expectations (or self-

aspirations for SOs who were models but not definers) and ego's aspir-

ations were generated. All were in the direction predicted and two
were statistically significant, although the tests for statistical

significance were confounded by the degree to which educational and

occupational aspirations are intercorrelated.

In general, then, 39 validity hypotheses were generalized. One

was clearly disconfirmed, 38 were in the direction predicted by

validity, and in cases where results were not statistically significant,

clear mitigating cir:Lastances can be found. Even though one may hold

reservations about any of the tests individually, the remarkably
consistent pattern of the results taken together is too substantial

to be ignored.

It should also be noted again that the validity measures used

here are deliberately chosen to minimize the circularity of reasoning

involved in using the relationship the test is designed to investigate

as evidence of its validity. For example, if one uses the correlation

between SO's educational expectations and ego's educational aspirations

as evidence of the validity of the WISOB, then he cannot use the

Significant Other Battery to prove that the expectations of others

are related to the aspirations of individuals without being accused

of circularity. Nonetheless, if the WISOB does not detect significant

others, and if WISOB does not accurately measure the expectations of

others or the aspirations of youth, then one is hard pressed to explain



the correlation of .652 between the occupational expectations of SOs
detected by WISOB and the occupational aspirations of students, a
correlation fully 8.2 standard deviations from zero (N = 109), or
the correlation of .723 between the educational aspirations of those
identified by WISOB as educational SO's and ego's own educational
aspirations, a correlation 9.3 standard deviations from zero. (N = 109)

When the evidence is viewed overall, it seems reasonable to
suggest the following conclusions:

(1) The WISOB significant other elicitors validly detect the
educational and occupational SOs for high school students.

(2) The WISOB Expectation Elicitors validly measure

(a) the educational and occupational aspirations students

hold for themselves.

(b) the educational and occupational expectations of
significant others relevant to ego's aspirations.

(3) The WISOB, as a unit, validly measures the contemporaneous
interpersonal influences which relate to ego's educational and

occupational decisions.
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CHAPTER EIGHT

SUMMARY AND CONCLUSIONS

1. The Construction and Validation of the WISOB.

This report began by reviewing the general current of research

concerning the educational and occupational attainment process. This

review yielded two important conclusions: that interpersonal influence,

particularly influence exerted by certain key or significant others,

is of critical importance in the process, and that, to date, no

satisfactory instruments for detecting and measuring that influence

had been devised. A more specific review of the term significant

other (apparently first used by Harry S. Sullivan) showed that it

seemed to be similar in intent to the more general Meadian other,

but reflected a situation in which the "fracturing" of the social

context into divergent groups and viewpoints required a rank-ordering

of others with different characteristics and attitudes. Although a

great deal of effort had been expended on the concept, particularly

under the name "reference group," no single, parsimonious theory was

available concerning the nature of significant others.

Chapter Two attempted to develop a theoretical base for the later

construction of questionnaires for the measurement of significant

other influence. Significant others were defined as those people who

exert an important influence on the attitudes of an individual. The

component structure of attitude consists of the individual's definition

of the object of the attitude, his definition of himself and the

consequent relationship between the two. The individual forms his

definitions of objects (and himself) by placing them into categories,

which, insofar as they "filter" the individual's conception of reality,

are called "filter categories."

Significant others were said to exercise their influence by

defining objects (or the individual himself) into these filter cate-

gories. They do so either by communicating through a symbol system

(like language) or by example. The former were called definers, the

latter models. By cross-classifying these techniques, four types of

influence emerge: models for objects, models for self, definers for

objects and definers for self. The more of these an individual

exercises, the greater is his proportional influence on the attitude,

and the an other.

As in all basic research, parts of the theory became clearer

as the analysis progressed; a full-blown theory was not available

when we began. Models and definers exert their influence in different

ways: models because they exemplify something to a person (here,
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most importantly, an orientation.to.a level of the occupational or
educational structure), definers because they communicate something
(here, an occupational or educational orientation) directly to the
youth. For the topic of occupational and educational attainment
levels of youth, definers exert influence through the expectation
levels they hold for the youth. Each definer evidently holds an
expectation level for each youth for whom he is a definer. Models
are a little more complex (and probably less important on the average.)

Some models exemplify an attainment level; they have a job at a
certain prestige level and. they have completed a level of education.
These are mostly adults. Other models, most of the youth's peers
as well as some others without gainful employment, exemplify only
what they wish for themselves. Some SOs exert their influences
in all three ways, others in fewer. in Figure 10 we present a
paradigm of the modes of SO influence. In certain details this
paradigm is an extension of our thinking somewhat beyond the evidence

presented herein. We included it because it clarifies the modes of
SO influence and because it forms the basis for new analyses which
should be Made.

Some SOs (type A) exert influence through three modes: the

attainment level they exemplify to Ego, the expectation level they
hold for Ego, and the aspiration levels they hold for themselves.
When such an SO presents consistent levels on all three variables,

he is the most influential. Other SOs, types B and C, exert two

modes of influence. Since we assume that expectation levels are
the most powerful of the three influence variables, we think
type B is more powerful than type C. Obviously type D, with only

one influence variable, self-aspirations which may be communicated

to Ego, is the weakest of the four. Not only this, but we suspect
that expectation levels for Ego in general are more powerful than

attainment levels exhibited to Ego, which in turn are more
powerful than self-aspirations exhibited to Ego. We suppose that
type D has a second reason for not being very influential; tas type
exerts only one mode of influence and it is usually weak. To provide

examples in plain English, type A people would ordinarily be adults
known well by the youth: his father, a few teachers, a friend or two.
When such people become SOs they can be enormously influential.
Type D people would ordinarily be school friends. These people, as

individuals, would not be very influential, though if many of them
become SOs and present consistent aspirations to the youth, they

could have an important net influence.

Chapters Three and Four describe the construction of the
Wisconsin Significant'Other Battery based on the theory outlined
in Chapter Two along with-61 interviews, 31 with high school
youth and 30 with significant others drawn from the interviews

with the youth.

There are.two basic kinds of instrument in the WISOB, the

SignifiCant Other Elicitorildescribed in Chapter Three) which,
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FIGURE TEN

Paradigm of types of Significant Others and the Variables by

which each type influences the person (Ego).

Definer

Functions of
Significant others Role encumbents whose

(educational and/or
occupational) roles are

known to Ego

Model Functions of Significant Others

Exemplifier Non-exemplifier

Role aspirants whose

self-aspiration
levels are known to

Ego

Type A. Definer-
exemplifier

Definer (Role encumbents who
hold expectations for

Significant others Ego)

who hold expecta-
tiag-Far Ego SO's attainment level

SO's expectation level

for Ego
SO's self-aspiration level

Type B. Definer-
nonexemplifier

(Role aspirants who hold

expectation for Ego)

SO's expectation level fo

Ego
SO's self-aspiration leve

Ron-Definer

Significant others

who do not hold
expectations for

Ego

Nondefiner-
exemplifier

(Role encumbents who do

not hold expectations

for Ego)

SO's attainment level

Type D. Nondefiner-
nonexemplifier

(Role aspirants who do

not hold expectations

for Ego)

SO's self-aspiration level SO's self-aspiration level
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as their name implies, are designed to determine the contemporary

educational and occupational significant others for any high

school student, and the Expectation Elicitors (described in

Chapter Four) which serve the dual purpose of (a) measuring the

educational and occupational aspirations of high school students,

and (b) the expectations of their significant others.

The Significant Other Elicitors consist of two basic instruments,

an Educational form and an Occupational form. The Expectation

Elicitors consist of four basic instruments (and slight variants

to make them relevant to all kinds of subjects and SOs; e.g.,

male-female, youth-adult, etc.) those which elicit the level

(both educational and occupational) toward which youth aspire (or

which their SOs expect of them) and those which attempt to elicit

the degree of valuation respondents place on the filter categories

used to define education and occupation.126

Chapter Five discusses the reliability of the instruments.

The first section establishes a test-retest reliability of the

SOEs. The unusual nature of the instruments begins to show itself

here, and the moderate Pearson product--moment correlations

conceal relationships more clearly revealed in a contingency

table design. The conclusion apparently supported by the data

is that the SOEs are quite reliable measures of a fluid (but

lawfully acting) phenomenon.

Secondarily, Chapter Five deals with the reliability of

level-type expectation eliCitord.' Here the straight"

forward level-te _measures (measures of level of educational

and occupational aspiration) respond to simple techniques, and

show substantial test-retest reliability.

Chapter Six deals with the validity and reliability of the

choice forms of the expectation elicitors. These tests are used

in validity checks, otherwise they are of only theoretic value

for the time being. The instruments (and their variants), which

purport to measure the degree of valuation individuals place on

filter categories, show only moderate product-moment correlations

over time, but a contingency table design similar to that used

for the SOEs tends to indicate the following: The phenomena

measured by these two instruments are presumed by the theory to

be culturally shared values. The data bear this out, as almost

all sample members score highly on them, With negligible variance.

126. The theoretical behavior of the variable measured by these

latter instruments is not well known, and so these instruments

should best be reserved for research only.
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This phenomena, we suspect, is great enough to seriously affect

the product moment correlations and lead to an underestimation of

true association. Values calculated from the Chi Square tables

bear out this interpretation, but caution is still advised

regarding this tentative interpretation.

Chapter Seven discussed the validity of WISOB. Three

separate validity tests were employed: (1) tests of the validity

of the significant other elicitors, (2) tests of the validity of

the expectation elicitors, and (3) tests of both set-i of instruments

operating jointly. In the first section, nine hypotheses were

generated concerning the relationship between (a) two variables

measured by the SCEs (number of significant others and involvement

with significant ethers) and (b) interaction, psychological

disposition toward ,logmatism, personality adjustment.

Most of these relacfonq:_lfs weiG in the predicted direction.

In the second section, 26 separate validity hypotheses (in

the form of two inequalities) were generated, based on theoretically

expected relationships among the variables measured by the

significant other influence elicitors. Although tests for

statistical significance were not, ascrictly speaking, appropriate,

all the relationsh5ps were in the predicted ranges and directions.

fin the third se-Aion, four hypotheses, based on the theoret-

ically expected irlterrFlationship between SO's expectations and

ego's aspirations, wer, ,nerared. Ul were in the direction

predicted and two were found statistically significant, despite

the fact the tests for statistical significance were confounded

by the degree to which educational and occupational aspirations

are intercorrelated.

In general, then, 41 vil3:*..u.i_ty hypotheses were gene1-4,ed,

One was clearly dis,cnfirm,t, 40 we-:.z. in the diiection pl-adic,cd

and in cases where i-ef.illts were not statistically i.gnificant,

clear mitigating circumstances can be found. Even ithough one

may hold reservations about any. of the tests individually, the

remarkably consistent pattern of the results taken together is

too substantial to be ignored.

It should also 1pe n.-A-Nd again that the v.F.:lidity measures

used here are deliberately eLicsen to minimize the circularity of

reasoning involved in using the relationship the test is designed

to investigate as evidence of its validity. For example, if one

uses the correlation between SO's educational expectations and

ego's educational aspirations as evidence of the validity of the

WISOB, then he cannot use the Significant Other Battery to prove
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that the expectations of others are related to the aspirations

of individuals without being accused of circularity. Nonetheless,

if the WISOB does not detect significant others, and if WISOB

does not accurately measure the expectations of others or the

aspirationg of youth, then one is hard pressed to explain the

correlation of .54 between the average occupational expectations

(and self-aspirations) of SOS:detected by WISOB and the occupational

aspirations of the SOs'respective students, or the correlation

of .75 between the educational expectations-and self aspirations

of those identified by WISOB as educational,SO's and ego's own

educational aspirations (both based on sample sizes of 109

students).

When the evidence is viewed overall, it seems. reasonable to

suggest the following conclusions:

(1) The WISOB Significant Other Elicitors validly detect

the educational and occupational SOs of high school students.

(2) The WISOB Expectation Elicitors validly measure

<a) the educational and occupational aspirations

students hold for themselves.
-,.(b) the educational and occupational expectations

of significant others relevant to ego's aspirations.

:(3) The WISOB, as a unit, validly measures the contemporaneous

interpersonal influences which relate to ego's educational and

occupational decisions.

In-general, the results tend to indicate that the WISOB,

taken as a whole, is a valid, reliable and economical battery of

instruments, rapidly administered and easily scored, which measures

the primary field of contemporary educational and occupational

significant other influence for high school: students.

2. Ramifications for Theory and Future Research:

There are two distinct but related issues that should be

considered at this point. First, the practical purpose of this

research in the first place was to achieve .higher levels of pre-

diction for educational and occupational attainments, and to

provide the practitioner with points of leverage for influencing

students whose aspiration levels are in some sense unrealistic.

Notwithstanding the importance of this task, it should be recognized

that its accomplishment-is probably more technology than science.

The prediction or panti-c.11ing ^f tie educational and occupational

aspirations or attainments of any youth or set of youth is the

prediction or controlling of a discrete, historical event.

Second,-while prediction or control of discrete historical events
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may be an "ultimate' test of scimtific theory, the ultimate goal

of science qua science is the generation of theory about abstract

classes of phenomena. While the WISOB may be of enormous

usefulness in understanding and influencing educational and

occupational attainment, it is potentially even more useful in

furthering theoretical knowledge about the process by which any

individual aspires to any activity. Although restrictions of

time and money precluded any effort at a substantive use of WISOB

at this time, nonetheless some of the findings generated in the

process of establishing validity and reliability indicate that

the WISOB has taken us a long way toward both goals.

Table 30 presents some of the evidence for both points. Here

we have computed the correlations among a number of variables taken

on the West Bend, Wisconsin sample of youth and their SOs as

identified by the Wisconsin Significant Other Battery. We have

averaged the SO expectations of all SOs for each youth and

treated each such average as if it were one variable measured

on the youth. This is justified on the grounds that we are here

interested in assessing the influence of the net SO expectations

levels on each subject (self-aspirations of models who are not de-

finers are not included here). It should be recognized that most

of the correlational data do not readily lend themselves to causal

analysis, and we have not undertaken such an analysis.

The main points to be made here are that the youth's level of

educational aspiration (X11) and his SOs' educational expectation. levels

(X19) for him correlate highly: r = +.75; his level of occupational

aspiration (X8
) and his SOs' occupational expectations (X16) for

him correlate moderately highly: r = +.54. His levels of educational

and occupational aspiration (X11 and X8), however, are not correlated

very highly with his SOs' respective levels of educational and oc-

cupational attainment (X13 and X12): r = +.17 and r = +.29. This

reinforces our earlier supposition that SOs' expectations are more

influential than their attainments. Interestingly, the youth's educational

aspiration levels (X11) appear to be moderately correlated with his

SOs' occupational attainment levels (X12): r = +.42. It is also

instructive to learn that neither the youth's family's socioeconomic

status (X1) nor his own mental ability (X4) are highly correlated

with either his levels of educational and occupational aspiration

(X11 and X8), or his SOs' levels of educational and occupational

expectations. These correlation coefficients range from r = +.19

(X1 by X8) to r = +.36 (X4 by X19).

But the main message of these data is that we can identify

SOs and measure their expectations for the youth; when we do we

find that, as social psychological theory predicts, the aspiration

levels of a youth are substantially related to the expectations

levels his significant others hold for him.
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TABLE THIRTY A

Nominal Definitions of Variables on Table 30

X
1

SES Youth's family's socioeconomic status

X
2

LEADACT Youth's extracurricular activities

X
3

LEADER Youth's self-estimate of his leadership

X
4

MA Youth's mental ability (Hermon-Nelson test scores)

X
5

GPA Youth's grade point average in school

X
6

RLOA Youth's realistic level of occupational aspiration

X
7

ILOA Youth's idealistic level of occupational aspiration

X
8

TLOA

X
9

ILEA

X10 RLEA

Youth's level of occupational aspiration (sum of

realistic and idealistic)

Youth's idealistic level of educational aspiration

Youth's realistic level of educational aspiration

X
11

TLEA Youth's level of educational aspiration (sum of

realistic and idealistic)

X
12

XSOOL Significant others' average levels of occupational
attainment (models and model-definers)

X13 XSOED Significant others' average levels of educational
attainment (models and model-definers)

X
14

RLOE Significant others' average realistic levels of
occupational expectation for the youth (definers

and definer-models only)

X15 ILOE Significant others' average idealistic levels of
occupational expectation for the youth

(definers and model-definers only)

X
16

TLOE Significant others' average levels of occupational

expectation for the youth (sum of realistic and

idealistic definers and model-definers only)

X
17

ILEE Significant others' average idealistic levels of
educational expectation for the yoath (definers

and model-definers only)

X18 RLEE Significant others' average realistic levels of
educational expectation for the youth

(definers and model-definers only)

X
19

TLEE Significant others' average levels of educational ex-

pectation for the youth (sum of realistic and
idealistic, definers and definer-models only)
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3. Conclusions

(1) The Significant Other Elicitor of Wisconsin Significant

Other Battery provides a reasonably valid, and reliable, and

practicable method of identifying the particular people who

function as significant others for any one youth.

(2) The Significant Other Expectation Elicitor of the

Wisconsin Significant Other Battery provides a valid, reliable

and practicable method for measuring (a) the levels of educational

and occupational., expectations which definer SOs hold for a youth and

(b). the levels Of 'educational and occupational self-aspirations
:

by which model SOs sometimes influence youth.

(3) As social psychfJogical theory would predict, these

variables, particularly. he SO expectation variables, have

substantial correlations with t%e levels of aspiration of youth.

The WISOB should therefore provide the necessary tools for

begining serious study of the role of significant others in

ec.cational and occupational attainment, and with appropriate

modification, in other areas of life. These people proVide the

most meaningful sectoriof the environment of the individual.

Presumably, aspirations and later attainments of youth may be

influenced by adding significant others to the environment of

the individual or by changing their expectations for him.

145



BIBLIOGRAPHY

BOOKS

Adorno, T. W.; Else Frenkel-Brunswick; D. J. Levinson, and R. W. Sanford.

The Authoritarian Personality. New York: Harper, 1950.

Asch, S. E. "Effects of Group Pressure upon the Modification and

Distortion of Judgments," Readings in Social Psychology. 3rd ed.

Eleanor E. Maccoby, Theodore N. Newcomb, and Eugene L. Hartley

(eds.). New York: Holt, 1958, pp. 174-183.

Back, Kurt W. "Influence Through Social Communication," Readings in

Social Psychology. 3rd ed. Eleanor E. Maccoby, Theodore M. Newcomb,

Eugene L. Hartley (eds.). New York: Holt, 1958, pp. 183-197.

Baldwin, James Mark. Mental Development in the Child and the Race.

New York: MacMillan, 1895.

Berger, E. "The Relation Between Expressed Acceptance of Self and

Expressed Acceptance of Others," Journal of Abnormal and Social

Psychology 47 (1952), pp. 778-782, cited in Marvin E. Shaw and

Jack M. Wright, Scales for the Measurement of Attitudes, New York:

McGraw-Hill, 1967, pp. 432-436.

Blau, Peter M. and Otis Dudley Duncan. The American Occupational

Structure. New York: John Wiley & Sons, 1967.

Borow, Henry. "Development of Occupational Motives and Role," Review

of Child Development Research. Vol. 2. Lois Wladis Hoffman and

Martin L. Hoffman (eds.). New York: Russell Sage Foundation, 1966,

pp. 373-422.

Brookover, Wilbur B. and David Gottlieb. A Sociology of Education,

New York: American Book Company, 1964.

Bruner, Jerome S. "Social Psychology and Perception," Readings in

Social Psychology. 3rd ed. Eleanor E. Maccoby, Theodore M.

Newcomb, and Eugene L. Hartley (eds.). New York: Holt, 1958,

pp. 85-104.

Charters, W. W., Jr. and Theodore M. Newcomb. "Some Attitudinal

Effects of Experimentally Increased Salience of a Membership Group,"

Readings in Social Psychology. 3rd ed. Eleanor E. Maccoby,

Theodore M. Newcomb, Eugene L. Hartley (eds.), New York: Holt,

1958, pp. 276-281.

Coleman, James S.; Ernest Q. Campbell; Carol J. Hobson; James

McPartland: Alexander M. Mood; Frederic D. Weinfeld; Robert L.

York. Equality of Educational Opportunity. Washington, D. C.:

Government Printing Office, 1966.

146



Cottrell, Leonard S. and Nelson N. Foote. "Sullivan's Contribution to

Social Psychology," Contributions of Harry Stack Sullivan, Patrick

Mallahy (ed.). New York: Science House, 1952, pp. 190-191.

Festinger, Leon. "A Theory of Social Comparison Processes," Small

Groups. rev. ed. A. Paul Hare, Edgar F. Borgatta, and Robert F.

Bales (eds.). New York: Knopf;.1965, pp. 146 -170..

Gerth, Hans and C. Wright Mills. Character and Social Structure. New

York: Harcourt, Brace g World, 1953.

Green, Bert F. "Attitude Measurement,' Handbook of Social Psychology.

Vol. I. Gardner Lindzey (ed.). Cambridge, Mass.: 1954,

pp. 335-369.

Hartley, Eugene: "Psychological Problems of Multiple Group Memberships,"
Social Psychology at the Crossroads. John Rohrer and Muzafer Sherif

(eds.). New York.: Harper5.19515. pp. 371-386.

Kelly, Harold H. "Two Functions of Reference Groups," Readings in Social
Psychology, rev. ed. Guy E. Swanson, Theodore M. Nel:!comb, and

Eugene L. Hartley (eds.). New York: Holt, 1952, pp. 410-414.

Heckman, C. Addison and Manford Kuhn. Individuals, Groups,-and Economic

Behavior. New York; Dryden Press, 1956.

Lazarsfeld, Paul' Bernard Berelsom and Hazel Gaudet. The People's

Choice. 2nd ed. New York: Columbia, 1948.

Lindesmith, Alfred R. and Anselm Strauss. Social Psychology. New York:

Dryden Press, 1956.

McClellend, David C. The Achieving Society. Princeton, N. J.,Van Nostrand,
1961.

McGrath, Joseph E. Social Psychology: A Brief Introduction. New York:

Holt, Rinehart & Winston, 1964.

Mead, George Herbert. Mind, Self and Society. Charles W. Morris (ed.).

Chicago: University or cnicago Press, 1934.

Merton, Robert K. and Alice S. Rossi. "Contributions to the Theory of

Reference Group Behavior," Social Theory and Social Structure.

rev. & eni. ed. Robert K. Merton. Glencoe, Ill.: Free Press,
1957, pp. 225-25E.

National Opinion Research Center. Jobs and Occupations: A Popular

Evaluation, Opinion News, 9 (September 1, 1947), pp. 3-13, reprinted

in Reinhard Bendix and Seymour Martin Lipset (eds.). Class, Status,

and Power. Glencoe, Ill.: Free Press, 1953, pp. 411-426.

147



Newcomb, Theodore M. Social Psychology, New York: Holt, 1950.

Newcomb, Theodore M. "Social Psychological Theory,' Social Psychology

at the Crossroads. John Rohrer and Muzafer Sherif (eds.). New

York: Harper, 1951, pp. 31-49.

Newcomb, Theodore M. 'Attitude Development as a Function of Reference

Groups,' Readings in Social Psychology. rev. ed. Guy E. Swanson,

Theodore M. rewcomb, and Eugene L. Hartley (eds.). New York: Holt,

1952, pp. 420-430.

Newcomb, Theodore F.; Ralph H. Turner? and Philip E. Converse. Social

Psychology, New York: Holt, Rinehart and Winston, 1965.

Rokeach, Milton. The Open and Closed Mind. New York: Basic Books,

1960.

Rose, Arnold M. "A Systematic Summary of Symbolic Interaction Theory,"

Human Behavior and Social Processes. Arnold M. Rose (ed.).

Boston: Houghton Mifflin, 1962.

Rundquist, E. A. and R. F. Sletto. Personality in the Depression.

(Child Welfare Monograph Series No. 12). Minneapolis: University

of Minnesota Press, 1936, cited and discussed in Delbert C. Miller.

Handbook of Research Design and Social Measurement, New York:

David McKay Co., 1964, pp. 151-159.

Sherif, Muzafer. An Outline of Social Psychology, New York: Harper,

1948.

Sherif, Muzafer. "Group Influences upon the Formation of Norms and
Attitudes," Readings in Social Psychology, rev. ed. Guy E. Swanson,

Theodore M. Newcomb, and Eugene L. Hartley (eds.). New York: Holt,

1952, pp. 249-262.

Sherif, Vuzafer. "Reference Groups in Human Relations," Sociological

Theory, Lewis A. Coser and Bernard Rosenberg (eds.). New York:

Macmillan, 1964, pp. 270-275.

Shibutani, Tamotsu. Society and Personality. Englewood Cliffs, N. J.:

Prentice-Hall, 1961.

Stouffer, S. A.; E. A. Suchmarr L. C. DeVinney; S. A. Starr; and R. M.

Williams, Jr. The American Soldier. Vol. I. Princeton, N.J.:

Princeton University Press, 1949.

Stryker, Sheldon. "Symbolic Interaction as an Approach to Family
Research," Symbolic Interaction, A Reader in Social Psychology,

Jerome G. Manis and Bernard N. Meltzer (eds.), Boston: Allyn &

Bacon, 1967, pp. 371-383.

Sullivan, Harry Stack. Conceptions of Modern Psychiatry. Washington,

D. C.: W. A. White Psychiatric Foundation, 1940.

Super, Donald E. The Psychology of Careers. New York: Harper and

Brothers, 1957.
148



JOURNAL ARTICLES

Blumer, Herbert and Robert Bales. "Commentary and Debate' American
Journal of Sociology, 71 (March, 1966), pp. 535-548.

Bordua, David J. "Educational Aspirations and Parental Stress on

College'', Social Forces, 38 (March, 1960), pp. 262-269.

Borgatta, Edgar r. "My Student the Purist: A Lament,- Sociological

Quarterly 9 (Winter, 1967), pp. 29-34.

Couch, Carl J. and John S. Hurray. "Significant Others and Evaluation,'

Sociometry, 27 (1964), pp. 502-509.

Deutscher, Irwin. "Words & deeds,'' Social Problems, 13 (Winter, 1966),

pp. 235-254.

Eckland, Bruce K. "Academic Ability, Higher Education and Occupational

Mobility," American Sociological Review, 30 (October, 1965),

pp. 735-746.

Empey, LaMar. "Social Class and Occupational Aspiration: A Comparison

of Absolute and Relative Measurement,'` American Sociological

Review, 21 (December, 1956), pp. 703-709.

Festinger, Leon. "A Theory of Social Comparison Processes," Human

Relations, 7 (1954), pp. 117-140.

Campbell, Donald T. and Donald W. Fiske. "Convergent and Discriminant

Validation by the Multitrait Multimethod Matrix," Psychological

Bulletin 56 (1959), pp. 81-105.

Haller, A. 0. "The Influence of Planning to Enter Farming on Plans to

Attend College," Rural Sociology, 22 (June, 1957), pp. 137-141.

Haller, A. O. "Research Problems on the Occupational Achievement Levels
of Farm-Reared People," Rural Sociology, 23 (December, 1958),

pp. 355-362.

Haller, A. O. "The Occupational Achievement Process of Farm-Reared

Youth in Urban-Industrial Society," Rural Sociology, 25 (September,

1960), pp. 321-333.

Haller, Archibald O. "On the Concept of Aspiration," Rural Sociology,

33 (December, 1960, pp. 484-487.

Haller, A. O. and C. E. Butterworth. "Peer Influences on Levels of

Occupational and Educational Aspirations," Social Forces, 38

"(May, 190), pp. 289-295.

Haller, A. O. and William H. Sewell. "Farm Residence and Levels of

Educational and Occupational Aspiration,' American Journal of

Sociology, 62 (January, 1957), pp. 407-411.

149



Hyman, Herbert. "The Psychology of Status,' Archives of Psycholorrv,

No. 269, (June, 1942).

Kahl, Joseph A. "Educational and Occupational Aspirations of 'Common

Han' Boys,' Harvard Educational Review, 23 (Summer 1953),

pp. 1P6-203.

Kuhn, Manford H. 'The Reference Group Reconsidered,' Sociological

Ouarterly,s(Winter 1964), pp. 6-21.

Kuvleskv, William P. and Robert C. Bcaler. 'The Relevance of Adolescents'

Occupational Aspirations for Subsequent Job Attainments,' Rural

Sociology, 32 (September, 1967), pp. 290-301.

Labovitz, Sanford. 'Some Observations on reasurement and Statistics,"

Social Forces, 46 (December, 1967), pp. 151-160.

Lipset, Seymour H. "Social Vobility and Urbanization,' Rural Sociology,

20 (September-December, 1955), pp. 220-228.

Schulze, Rolf F. "A Shortened Form of the Rokeach Dogmatism Scale,"

Journal of Psychological Studies, 13 (1962), pp. 93-97.

Sewell, William H. and J. Michael Armer. "Neighborhood Context and

College Plans," American Sociological Review, 31 (April, 1966),

pp. 159-168.

Sewell, William H., Archie O. Haller and Murray A. Straus. "Social Status

and Educational and Occupational Aspiration,' American Sociological

Review, 22 (February, 1957), pp. 67-73.

Sewell, William H. and Alan M. Orenstein. "Community of Residence and

Occupational Choice," American Journal of Sociology, 70 (March,

1965), pp. 551-563.

Sewell_ William H. and Vimal P. Shah. "Social Class, Parental Encourage-

ment, and Educational Aspirations,' American Journal of Sociology,

73 (March, 1968), pp. 559-572.

Shibutani, Tamotsu. "Reference Groups as Perspectives, American Journal

of Sociology, 60 (May, 1955), pp. 562-569.

Siegel Alberta E. and Sidney Siegel. 'Reference Groups, Membership

Groups, and Attitude Change,' Journal of Abnormal and Social

Psychology, 55 (November, 1957), pp. 360-364.

Turner, Ralph H. "Role-Taking, Role Standpoint, and Reference-Group

Behavior,' American Journal of Sociology, 61 (January, 1956),

pp. 316-328.

150



EOLLETI'S AND REPORTS

American Psychological Association. Standards for Educational and

Psychological Tests and Manuals. Washington, D. C.: American

Psychological Association, 1966.

Beale, Calvin L., John C. Hudson, and Vera J. Banks. Characteristics

of the U. S. Population by Farm and Nonfarm Origin. Washington.

D. C.: Department of Agriculture, Agricultural Economic Report

No. 66, December, 1964.

Burchinal, Lee G. Career Choices of Rural Youth in a Changing Society.

St. Paul: Minnesota Agricultural Experiment Station, Bulletin 458.

(North Central Regional Publication No. 142), November, 1962.

Edlefson, J. B. and M. J. Crowe. Teen-agers' Occupational Aspirations.

Pullman: Washington Agricultural Experiment Station, Bulletin

618, July, 1960.

Haller, Archibald O. and Iruin W. Miller. The Occupational Aspiration

Scale: Theory, Structure and Correlates. East Lansing: Michigan

Agricultural Experiment Station, Technical Bulletin 288, 1963.

Horner, James T., James G. Buterbaugh, and J. J. Carefoot, Factors

Relating to Occupational and Educational Decision-Making of Rural

Youth. Lincoln:University of Nebraska, Department of Agricultural
Education, Report No. 1, April, 1967.

Kaldor, Donald R., Eber Eldridge, Lee G. Burchinal and I. W. Arthur.

Occupational Plans of Iowa Farm Boys. Ames: Iowa Agricultural and

Home Economics Experiment Station, Bulletin 508, September, 1962.

Schwarzweller, Harry K. Socio-cultural Factors and the Career Aspirations

and Plans of Rural Kentucky High School Seniors. Lexington:

Kentucky Agricultural Experiment Station, Progress Report 94,

September, 1960.

Slocum, Walter L. Occupational and Educational. Plans of High School

Seniors from Farm and Nonfarm Homes. Pullman: Washington
Agricultural Experiment Station, Bulletin 564, February, 1956.

151



UNPUBLISHED MATERIAL

Brookover, Wilbur B., Ann Paterson, and Shailer Thomas. "Self-Concept

of Ability and School Achievement,' East Lansing: Michigan State

University, College of Education, Office of Research & Publications,

Final Report of Cooperative Research Project No. 834, 1962.

Cohen, Elizabeth G. "Parental Factors in Educational Mobility."

Unpublished Ph.D. thesis, Radcliffe College, 1958.

Diekema, Anthony J. "Level of Occupational Aspiration, Performance in

College, and Facilitation: A Preliminary Test of Certain Postulates

Concerning the Relationship Between Attitudes and Behavior."

Unpublished Ph.D. dissertation, Michigan State University, 1965.

Gregory, C. L. and Herbert F. Lionberger. "Idealized View of Occupation

Held by Freshman Students in a Midwestern University and High School

Seniors in Country-Small City, Missouri." Paper presented at annual

meetings of the Rural Sociological Society, San Francisco, August

1967.

Mulford., H. L. "Toward an Instrument to Measure the Self, Significant

Others and Alcohol in the Symbolic Environ: An Empirical Study.

Unpublished Ph.D. thesis, State University of Iowa, 1955.

Rushby, William Frederick. "Location in Social Structure, Significant

Others and Levels of Educational and Occupational Aspirations: An

Exploration Analysis." Unpublished M.A. thesis, Pichipan State

University, 1966.

Schweitzer, Elizabeth M. ."Exploratory Research Into the Relationship

Among Socio-economic Status, Significant Other Influences and Level

of Occupational Aspiration." Unpublished Master's thesis, University

of Wisconsin, 1968.

Sewell, William H., A. 0. Haller and Alejandro Portes. "Educational and

Occupational Achievements of Wisconsin Farm Boys." Paper presented

at the joint sessions of the Rural Sociological Society and the

American Sociological Association, San Francisco, August, 1967.

Shea, Paul D. "Parental Influence on College Planning by Boys and Girls

of High Ability in the Sixth to the Ninth Grades." Unpublished

Ed.D. thesis, Harvard University, Graduate School of Education, 1964.

Slocum, Walter L. "The influence of Peer Group Culture

Aspirations of Rural High School Students.' Paper

annual meetings of the Rural Sociological Society,

August, 1965.

on the Educational
presented at the

Chicago,



Stewart, Robert L. "The Self and Other Objects: Their Measurement

and Interrelationship." Unpublished Ph.D. thesis, State University

of Iowa Library, 1955.

Woelfel, Joseph. "A Paradigm for Research on Significant Others."

Paper presented at' the joint sessions of the American Sociological

Association and the Society for the Study of Social Problems, San

Francisco, August, 1967.

153



GLOSSARY

Definitions

Aspiration An individual's orientation toward some future

state. In this research, specifically an indi-
vidual's orientation toward his own future level
of educational and/or occupational attainment.
Aspirations may be idealistic (what he would most
like to attain) or realistic (what he actually
expects to attain). As used in this research,
aspiration includes both realistic and idealistic
components. Aspiration is distinguished from
expectation which we use to refer to the attitudes
of another person toward the future educational and
occupational attainment of some person. Expecta-

tions may also be realistic and/or idealistic, and,
as used in this research, expectation contains

both components.

Attitude The individual's conception of the relationship
of the filter categories (q.v.) of which he thinks

he is a member. An individual identifies objects
by placing them into filter categories and identifies
himself by placing himself into filter categories.
His orientation toward objects (his attitude) is
determined by his conception of the orientation of
the filter categories into which he assigns those
objects.

"Choice" Measures Those instruments in the WISOB which measure the
degree of valuation a person places on a filter
category or set of filter categories, e.g., "how
important is education as a means of getting a

better job?"

Definer A significant other who 1) holds expectations for
a person and b) communicates those expectations to

that individual via some symbolic medium such as

language.

Educational Significant
Other Elicitor An instrument or set of instruments within the

WISOB which identifies the significant others who
have educational expectations for any given

individual.

Expectation See Aspiration
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Expectation Elicitors..Those instruments in the WISOB which measure the

expectations significant others hold about the
educational and occupational attainments of indi-

v5ivals. Although the terminology is not perfectly
apt (see aspiration), these instruments are also
used to measure the aspirations of individuals.
Included within the expectation elicitors are level

measures (q.v.) and choice measures (q.v.).

Extrinsic Function 04044 A function not inherently part of a job but which

can be served by almost any job (e.g., earn money,

advancement, support family, etc.) or noneducational
ends which education may serve (e.g., helps get a
job, necessary to get ahead, etc.).

Extrinsic Nature Description of environment in which the direct
activities occur, i.e., working conditions, or of
things generally associated with the life of a
student, i.e., academic environment.

Filter Category Any group of stimuli or objects which an individual

conceives to be in some sense unitary or similar.
These categories are called "filter" categories
insofar as they exert a "filtering" influence on
the individual's perception of its member objects.

Influence Level The amount of influence a significant other exercises

over an individual, as measured by the WISOB SOE'S.

Intrinsic Function The purpose .of a job and the reason it done

(e.g., healing people, building houses, bettering
humanity, etc.) or the ends which are associated
with education (e.g., improve thinking, gain know-
ledge and facts, self-development, etc.).

Intrinsic Nature Description of activities contributing directly to
the work of a particular kind of job, or of
activities which are essential to education as an
object, i.e., academic work.

Level of Aspiration...A point, or limited range of points, on a continuum

which a person defines as appropriate to himself.

Level of Educational
Aspiration Level of aspiration which takes the educational

hierarchy as its continuum of difficulty.

Level of Occupational
Aspiration Level of aspiration which takes the occupational

prestige hierarchy as its continuum of difficulty.

"Level' Measures Instruments in the WISOB which deal with the level

of attainment to which an individual aspires, or
which his significant others expect him to attain.

155



rodel A significant other who influences an individual by

virtue of having some quality which ego observes,

i.e., by example.

Object An element of an attitude (q.v.) used in the general

sense of "anything that can be designated or

referred to."

Occupational Significant
Other Elicitor An instrument or set of instruments within the

WISOB which identifies the significant others who

have occupational expectations for any given

individual.

Protocol (interview
procedure) Interview procedure consisting of three major

sections: Occupation, education, and self. Each

section 1) specifies the object in question,

2) elicits the filter categories the individual

uses for defining that object, and 3) elicits the

models and definers for a) the object and b) each

filter.

Significant Other A person who influences an important attitude or

a component of an attitude of another person.

Significant Other
Elicitor An instrument or set of instruments within the

WISOB which identifies the significant others for

any given individual.

Abbreviations

EE Expectation Elicitor (q.v.)

GPA Grade Point Average

SES Socioeconomic Status

SO(s) Significant Other (q.v.)

SOE(s) Significant Other Elicitor (q.v.)

WISOB The Wisconsin Significant Other Battery
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Grantee:

Principal

University of
Department of

Investigator:

1. Title of Project

Wisconsin
Rural Sociology

A. 0. Haller

ADDENDUM

February 7, 1966

Proposal No. 5-1170
US Office of Education
Department of Health, Education and Welfare

Revised Title: Construction and Standardization of Questionnaire Instruments

to Measure the Educational and Occupational Expectations of "Significant

Others" of Youth in the Final Year of Compulsory Education

Former Title: The Relation Between Expectations of Others and Levels of

Educational and Occupational Aspiration of Youth in the Final Year of

Compulsory Education.

2. Importance to Vocational Education

In an imprecise way, it is known that "significant others" have a great

deal to do with the educational and occupational plans of youth. They provide

motivation by rewarding and punishing the efforts of youth, and they often

control the resources available to them. Because we lack valid, reliable, and

inexpensive ways to determine a) exactly who are the "significant others" of

the individual youth, and D) what the expectations each has for the youth, we

do not yet know in any precise way how to enlist the help of the "significant

others" in making the plans of youth more consistent with the occupational

realities they face.

By providing such information, the present project will pave the way for vo-

cational educators and others to develop new approaches to educational programs,

in which the expectations of "significant others" are usefully taken into account.

Moreover, by sampling disproportionately from the types of youth for whom vo-

cational education is probably most useful (e.g. rural youth and those who are

not able to go to college), the project will yield information on the educational

and occupational expectations of "significant others" which will be especially

relevant to those planning information programs regarding vocational education.

3. Concentration of Effort

In accord with the recommendations of the reviewing panel, emphasis is to be

placed on Phases One and Two of the project. That is, the project will con-

centrate a) on using depth interviewers with selected youth and with samples

of their "significant others"; and b) on developing valid, reliable and in-

expensive questionnaire instruments to identify the relevant "significant

others" of specific youth and to measure the educational and occupational ex-

pectations they hold for the youth.

" The change in title is a result of the change in emphasis. See 3 above.
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4. Sampling

Sampling will be conducted in waves so that information gained from one attempt

may be used to improve the next.

Wave 1. Depth Interviews with Wisconsin youth. This wave will use criteria

of classification such as the following to generate cells; one young

person will be selected (arbitrarily) to fit each cell. The tentative

criteria are a) age-in-grade (over age vs. at age), b) sex (male vs.

female), c) race (white vs. negro), d) area of residence (rural vs.

urban), e) father's occupation (farm vs. blue collar vs. professional-

executive). This generates 48 cells (2 x 2 x 2 x 2 x 3 =48), and thus

indicates that there will be 48 sample members. The objective of Wave 1

is to determine who are the "significant others" of the individual, how

he views their expectations for him, and what is the range of variation

among different categories of youth.

Wave 2. Depth interviews with "significant others." Interviews will then be

held with about 50 of the "significant others" identified above. These

will be selected purposefully so as to obtain a more or less balanced

representation of a) the categories of youth (from Wave 1), and b) classes

of relationship to the youth (e.g. "best friend": same vs. opposite sex;

relatives: mother and father, other; other professionally-com etent adult

acquaintances: teachers, minister, etc.; counsellor.)

Wave 3. Pretest of questionnaire instruments for identifying significant others.

A new sample, probably similar to the above, will then be selected to try

out the questions (determined on the basis of Wave 1 interviews) proposed

as ways of validly, reliably and inexpensively eliciting the individual's

"significant others."

Wave 4. Pretest of Questionnaire Instruments for Measuring the Variables

Describing "Significant Others "' Expectations. Questions presumably

eliciting appropriate expectation data will be determined from analyzing

the Wave 2 depth interviews. These will be tried out experimentally on

about 100 of the Wave 2 "significant others" not previously interviewed.

Waves 4a and b. Further pretesting. If the analysis of Wave 3 data indicates

that further pretesting is needed, some of the "significant others" from

Wave 2 who have not yet been interviewed, or those identified in Wave 3

may serve as additional samples.

Wave 5. Standardization sample. After the exact wording has been determined,

a new sample of youth will be selected. The exact nature of the sample

has yet to be decided, but it will probably consist of a proportionate

sampling in high and low income urban and rural areas, attempting roughly to

randomize selection of individuals within areas. The sample size of youth is

expected to be about 100 and of "significant others" to he from 500-800.

5.. Timing and budget (genera: considerations). The timing of the project has not

been changed. It remains 18 months. This in because under the earlier plan

much of the work of Phases One and Two would have been carried out concurrently

with Phase Three, which has been dropped. The 1? -month total Grant rund

Contribution to the budget, however, has been reduced by 0,020.00, from

$65,287.00 to 558,267.00.
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THE RELATION BETWEEN EXPECTATIONS OF OTHERS.AND LEVELS OF

EDUCATIONAL AND OCCUPATIONAL ASPIRATION OF YOUTH IN THE

FINAL YEAR OF COMPULSORY EDUCATION
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Address: Department of Rural Sociology
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Initiated by:
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See above
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ABSTRACT

A. Submitted By: Douglas G. Marshall, Chairman, Department of
Rural Sociology, College of Agriculture,
University of Wisconsin, Madison, Wis. 53706

Telephone: (608) 262-1516

B. Principal Investigator: Archibald O. Haller, Professor of Rural Sociology,
College of Agriculture, University of Wisconsin,
Madison, Wis. 53706
Telephone: (608) 262-1516

C. Title: The Relation Between Expectations of Others and
Levels of Educational and Occupational Aspiration
of Youth in the Final Year of Compulsory Education

D. Objectives:

E. Procedure:

a. To determine how to identify the persons
("significant others")who influence the levels of

educational and occupational aspiration of youth;

b. To determine the variables which describe
"significant others'" educational and occupational
expectations for the individual young person;

c. To determine how to measure the individual's
perception of the educational and occupational
expectations "significant others" have for him;

d. To measure the correlation between the indivi-
dual's levels of educational and occupational
aspiration, the variables describing "significant
others'" expectations for him, and his perception
of "significant others'" expectations;

e. To determine, where feasible, the factors
accounting for discrepancies between the individ-
ual's levels of educational and occupational aspir-
ations, others' educational and occupational expect-
ations for him, and his perception of "significant
others'" expectations.

In Phase 1 (Exploration) depth interviews will
be secured with a small sample of subjects to
learn how to identify their "significant others",
how they percieve the expectations these "others"
have for the youth, and how the "others" view their
expectations for the youth.
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F. Time Schedule:

G. Budget:

In Phase 2 (Instrumentation), questionnaire
instruments will be selected or designed to
measure levels of educational and occupational
aspiration, identify "significant others",
measure "others'" educational and occupational
expectations, and to measure perceptions of
"others" educational and occupational expect-
ations.

In Phase 3 (Analysis), a sample of perhaps
100-200 youth in the last year of compulsory
education will be selected. The correlation
among educational and occupational expectations,
perception of educational and occupational
expectations, and levels of educational and
occupational aspiration, will be determined.
If possible, the analysis will be extended to
explore conditions under which the above corr-
elations vary.

Phase 1.

Phase 2.

Phase 3.

Three months: September 16, 1965 -
December 15, 1965.

Six months: December 16, 1965 -

June 15, 1965.

Nine months: June 16, 1966 -
March 15, 1967.

Total Budget (9/16/65 - 3/15/1967). ******
TOTAL FEDERAL FUNDS REQUESTED (9/16/1965 - 3/15/1967) . . .

Total Budget (9/16/1965 - 9/15/1966). . . . . . ......
TOTAL FEDERAL FUNDS REQUESTED (9/16/1965 - 9/15/1966) . . .

Total Budget (9/16/1966 - 3/15/1967) (est.) . . . .....
TOTAL FEDERAL FUNDS REQUESTED (9/16/1966 - 3/15/1967)(est.)
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$84,453.60
65,287.60

61,953.00
47,787.60

22,500.00

17,500.00



THE RELATION BETWEEN EXPECTATIONS OF OTHERS AND LEVELS OF

EDUCATIONAL AND OCCUPATIONAL ASPIRATION: OF YOUTH IN THE

FINAL YEAR OF COMPULSORY EDUCATION

Problem:

For many years there has been a general increase in the proportion
of occupations requiring specialized education and a decrease in the
proportion having minimal education requirements. This, together with
the large number of youth with little education, has led to a situation
in which the greatest competition is for the poorest jobs. Educators
and legislators have been seeking ways to alleviate the situation through
the development of new educational policies. Similarly, for many years,
social scientists have been studying the dynamics of individual diff-
erences in educational and occupational achievement. Recent research
has shown that levels of educational and occupational aspiration are

1/
among the most important noneconomic factors involved in such differences:-
In turn, the arlredent conditions of these variables have been studied
in some detail, so that eventually we may know exactly what factors

control these variables. Among the whole range of variables influencing
levels of educational and occupational aspirations, those offering the
most promise for practical application are the influeges brought to bear
by other persons who are important to the individual. Moreover, it

appears that the individual's conceptions of the expectations (in the

senses of normative prescriptions and proscriptions, as well as in the
sense of behavior predictions) these "significant others" have for him
are the most important immediate factors determining levels of aspiration.
However, we do not know to what degree the person's conception of others'
expectatiotsis influenced by the expectations others have for him. Also,

from a research point of view, we know that the concept "expectations"
must be treated as being multidimensional, but we do not yet know exactly
what these dimensions are or how to measure them. Finally, we do not

yet have practicable ways to determine who are the "significant others."

1. Archibald 0. Haller and I. W. Miller, The Occupational Aspiration Scale:
Theory, Structure, and Correlates, East Lansing: Michigan Agr. Exp. Sta.,
Tech. Bull. 288, 1963, pp.. 28-38, esp. 37-38; I. W. Miller and A. O.
Haller, "A Measure of Level of Occupational Aspiration," Personnel and
Guidance Journal, (January, 1964), pp. 448-455.

2. Haller and Miller, ibid., pp. 28-55; William H. Sewell, "Community of
Residence and College Plans," American Sociological Review, 29 (February,
1964), pp. 24-38; William H. Sewell and Alan Orenstein, "Community of
Residence and Occupational Choice," American Journal of Sociology, 70
(March, 1965), pp. 551-563.

3. Archibald O. Haller, "Occupational Choice Behavior of Farm Youth:
Implications for Applied Research and Action," Manuscript submitted
to the Journal of Farm Economics, May, 1965.
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It is expected that the results of this research will be of practical
use to educators who wish to help young people by drawing upon the forces
already existing in the social environment of the individual. That is,

one of the obstacles to breaking the cycle of poverty and inadequate
education is the difficulty in reaching the young person in a way which
is meaningful to him. It is hoped that the proposed research may help
overcome this problem.

2. Related Research

Hailer and Miller have reviewed the literature on indexes of levels
of occupational aspij,tion and have devised, validated, and standardized
one such instrument. In the literature there are several measures of
levels of educational aspiration, all of which seem to be about equally
valid and practicable. Gross et al. have shown in Terra] how behavior
expectations may be treated in educational research. 4 Herriot has
studied the correlation between the individual's level of edvational
aspiration and the level he imputesto others "like himself". His work
is probably the most direct approach in the literature to the problem of
the present esearch, but it fails to account for the objective influence
of others' expectations on the individual's estimate of them, and, in any
case, there is reason to believe that his index of levels of aspiration
imputed to others may not be a valid measure of imputed influence.

4. Haller and Miller, op. cit., pp. 55-105; also see Miller and Haller,
op. cit.

5. Neal Gross et al., Explorations in Role Analysis, New York: John
Wiley and Sons, Inc., 1958.

6. Robert L. Herriot, "Factors Influencing the Educational Aspirations
of Adolescents," Unpublished Ph.D. dissertation, Harvard University,
Cambridge, Massachusetts, 1961. Also see his article "Some Social
Determinants of Educational Aspiration," Harvard Educational Review

33 (1963) pp. 157-177-
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3. Objectives:

a. To determine how to identify the persons("significant others")

who influence the levels of educational and occupational aspirations

of youth;

b. To determine the variables which describe "significant others'"

educational and occupational expectations for the individual young person;

c. To determine how to measure the individual's perception of the

educational and occupational expectations "significant others" have for

him

d. To measure the correlation between the individual's levels of

educational and occupational aspiration, the variables describing

"significant others' " expectations for him, and his perception of

"significant others' " expectations.

e. To determine, where feasible, the factors accounting for

discrepancies between the individual's levels of educational and

occupational aspirations, others' educational and occupational

expectations for him and his perception of "significant others' 11

expectations.

4. Procedures:

a. General Design. This project is designed in three phases.

Phase l: Exploration Phase. A small group of students in

the last year of compulsory education will be interviewed
intensively to determine how to iderktify the persons
("significant others") whom youth believe to be important to

them and to gain insight into what youth perceive to be the

variables describing the levels of educational and occupational
expectation these people have for them. A purposive sample
of "significant others" will also be interviewed to deter-

mine the way in which "otheW" expectations vary from the
point of view of the "others" themselves. Depth interviewing

techniques will be used because experience has shown that
people have difficulty in comprehending exactly how inter-
personal influence operates, even though they are usually
aware that such influences exist. This will require three

months' time.

Phase 2: Instrumentation Phase. Based on the above and

on previous literature, practicable questionnaire instruments
will be selected or (where necessary) designed, standardized,
and validated (a) to measure the individual's levels of
educational and occupational aspirations, (b) to identify
the "others" who have educational and occupational signi-
ficance for him, (c) to measure "others' " educational and
occupational expectations for the youth, and (d) to measure
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the youth's perception of the levels of educational
and occupational expectations others have for him.
The resulting instruments will be administered to an
appropriate sample of students in the last year of
compulsory education and to their "significant others."

Phase 3: Analysis Phase, When the instruments have been
developed, a sample of youth about (tentatively 100-200)
in the last year of compulsory education will be selected
(a) to determine the correlation among "significant
others' " expectations, the youths' perception of their
expectations, the educational and occupational aspir-
ations of the youth, (b) to determine, where feasible,
the factors influencing variations in these correlations,
and (c) to write up the results. This phase will require
nine months.

b. Population and samples. As indicated above, several typesof samples will be used for various purposes. But in general the pop-ulation with which we are ultimately concerned consists of youth in
the last year of compulsory education in Wisconsin schools. Because
we are concerned with the influence of others upon them, we cannot re-strict our sampling to them, however, but will use them as a means fo:
identifying the "others" of importance. The number of "others" cannotyet be estimated accurately, but it will probably average between four andeight per youth. Moreover, we shall select samples in three phases: theexploratory, consisting of perhaps 20-25 youth and their "educationallyand occupationally significant others"; the instrumentation, consistingof from 75 to 100 youth and probably a sample of their "others"; and theanalysis, consisting of 1100-200 youth of the same age and all of their
"significant others ".

This research project is not aimed at accurately estimating specificpopulation parameters, such as a certain mean, correlation, or varianceof a population. To attempt this in the present project would be both
unnecessary and prohibitively expensive. Rather, our aim is to determinehow to obtain information on certain variables which are of theoretical
and practical importance, and to determine within quite broad limitstheir correlation under relatively typical conditions in Wisconsin. Weintend to do this in a way that will tell educators and others as wellas educational research workers how to gain and use information concerningaspects of the youth's social environment in order to help motivate himto continue in school and to be a higher achiever in the job world.

c. Data and Instrumentation. At this stage wecan only givethe general description of types of data and methods of determiningmost of the instruments to be used. (The specific instrumentation isto be worked out in Phase 2.)

1. The Occupational Aspiration Scale2'

2. A validated, reliable index of level of educational
aspiration (as yet to be determined).

A. 0. Haller, The Occupational Aspiration Scale (a test), 1957.
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3. An index of level of occupational expectations
for another (to be developed).

4. An index of level of educational expectations
for another (to be developed).

5. Questions designed to determine exactly who are
the "educationally and occupationally significant
others" of the youth (to be developed).

6. Questions designed to assign weights to each "signi-
ficant otheeiflaccording to the youth's estimate of
the relative importance of each (to be developed).

7. Standard sociological data, e.g., social status,
residence, parents' education. Standard instruments
will be used where they are available.

d. Analysis. Standard methods of psychometric index con-
struction, standardization, and validation will be used. It is anti-
cipated that the final data will be presented at least in the form
of pearsonian correlations of the youth's levels of educational and
occupational aspiration with weighted means of the levels of expec-
tation of the "significant others". But the analysis could become
a great deal more complex than this, depending on what is learned in
the early phases about the various ways others' expectations influence
one's own aspirations.

e. Time Schedule.

Phase 1. Three months: September 16, 1965 - December 15, 1965.

Phase 2. Six months: December 16, 1965 - June 15, 1966.

Phase 3. Nine months: June 16, 1966 - March 15, 1967.

5. Personnel:

a. Principal Investigator: Archibald 0. Haller, Professor
of Rural Sociology, University of Wisconsin, Ph.D., 1954 (Wisconsin).
Has conducted research on educational and occupational behavior of youth
for several years, and has written several monographs and a number of
journal articles and chapters in books on the general subject.

b. Project Assistant (tentative): Eugenio Fonseca,
Professor of Sociology, University of Costa Rica (on leave). M.A. in
sociology from the UNESCO Latin AmericP, Faculty of Social Sciences in
Santiago, Chile, and further graduate work in sociology (social psychology
and social stratification) at Michigan State University. He has published
articles in social science journals on student behavior in Latin America
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and on social stratification. Mr. Fonseca has spent about one year
in special preparation to enable him to fill this research role. In

this connection he has prepared a careful review of the state of know-
ledge as well as a conceptual analysis of the problem.

c. Consultants. (These are suggestive and tentative. They

have not been contacted, nor will they be contacted until or unless
the project proposed has been approved. However, each has advised or
collaborated with the principal investigator or the Department on past
research.)

(1) William H. Sewell, Ph.D., Vilas Research Professor of
Sociology, University of Wisconsin. Professor Sewell has written many
research publications on social psychological aspects of educational
behavior.

(2) Neal Gross, Ph.D., Professor of Sociology, Harvard
University Graduate School of Education. Professor Gross has published
a number of works on education and on role expectations.

(3) Irwin W. Miller, Ph.D. in Sociology, social psychologist
in general systems research, the MITRE Corporation, Bedford, Massach-
usetts. Dr. Miller co-authored a monograph and an article on levels
of occupational aspiration, and has written other works.

(4) Chester Harris, Ph.D., Professor of Educational Psychology,
University of Wisconsin. Professor Harris is a specialist in multi-
variate analysis.

(5) Charles Proctor, Ph.D., Professor of Statistics, North
Carolina State College, Raleigh. Professor Proctor is a statistician
who is thoroughly familiar with sociological problems, having taken
his doctoral degree in the latter field.

(6) George Sledge, Ph.D. Assistant Dean of Agriculture, Uni-
versity of Wisconsin. Dean Sledge has studied educational and occup-
ational behavior of youth for a number of years.

6. Facilities

The University of Wisconsin has an excellent data processing center,
which includes all types of machines needed for analysis. Its Departments
of Rural Sociology and Sociology have a large body of graduate students
who can serve as research assistants in interviewing, coding, and pro-
cessing data, and whose training can be advanced through the research.

The University has specialized personnel who can give advise on
statistical, theoretical, and practical questions not already covered
by regular project personnel or consultants.
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Cooperation with selected Wisconsin schools will be needed. While

no contacts have been initiated as yet for this particular project, the
Departments of Rural Sociology and Sociology have had a close research
relationship with the state's schools for many years and there is reason
to believe that arrangements can be worked out with no difficulty.

7. Other Information

a. There is no support for the project from institutions other
than the University of Wisconsin.

b. The proposal has not been submitted to any other agency or

organization.

c. This is not an extension or addition to a program previously

or currently supported by the Office of Education.

d. Neither this nor any similar proposal has been submitted to

the Office of Education.

e. NOTE: This research proposal, like many others in universities,
requires especially trained personnel who are deeply interested in the

problem. We are fortunate that at this time Mr. Fonseca, who is such a
man, is still on leave and has not committed himself to other work.
Because he cannot long delay his decision, and because it is quite
unlikely that another qualified person can be found, this proposal will

probably be submitted only once.

8. Consideration by State Board for Vocational Education

This project has not yet been discussed with representatives of

such a board. Because it aims to help determine lines of strategy for
action rather than specific action programs, it seems premature to
present it to such agencies at this time. As the project develops,
representatives of the University will fully inform the Board.
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10. Attachments

a. The development of appropriate instruments is one of the

objectives of the proposed project. As indicated in Section 4a,

we intend to use depth interviewing of a small number of people

to determine the kinds of questions which will be needed to measure

the variables. We will then, in Phase 2, need to submit a set of

questions to a pre-test sample to determine the extent to which they

measure the variables they purport to measure. Only when this task

is completed will we know exactly what questions are going to finally

be used.

It is not clear whether it will be useful to the Bureau of the

Budget for the project to submit examples of the Phase 2 pre-test

items but this will be done if,the Office of Education deems it

appropriate. In any case, the final questionnaire forms will be

submitted to the Bureau in accordance with the Federal Reports Act

of 1942.

b. This is not a revision of a previous draft.
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APPETIT: n

The Wisconsin Significant Other 13attery

Significant Other Elicitors

General Instructions
Student Identification Form
Occupational Form A
Occupational Form B (Research Only)
Educational Form A
Educational Form B (Research Only)
Life Style Indicator (Research Only)

Expectation Elicitors
Significant Other Identification Form E01

Form 01 (Research Only)
Form 02
Form 03 (Research Only)
Form 04 (male)
Form 04 (female)
Form 05 (Research Only)
Form El(Research Only)
Form E2
Form E3 (Research Only)
Form E4
Form E5



GENERAL INSTRUCTIONS:

The University of Wisconsin and the United States Government, Office

of Education are working together to find out what students think about

occupations and education. We are here today to ask you some questions

about yourself, what your plans are for the future, and what you

consider important when thinking about jobs and education.

None of the questions have "right" or "wrong" answers. We are

asking for your opinion. For this reason, we hope you will answer all

the questions to the best of your ability.

Be cure you i)rint your nam,-...on the envelop and on each questionnaire.

Make sure the manilla envelop and each questionnaire have the same

number.

Everyone does not have the same questionnaire. If you have any

questions at any time, please raise your hand so we cal help you.

At the end of the hour, put all forms back into the envelop

for us to collect. Thank you.
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STUDENT IDENTIFICATION FORM

Read each of the following questions carefully. Answer to the best
of your ability.

There are several questions which refer to your parents. If for
any reason you are not living with your parents, answer for the person
who acts as your parent or guardian.

If you have any questions we have failed to answer, raise your
hand so we can help you.

1. Your Name

2. Your Address

street or route

3. Sex (please check) male

city state

female

4. Date of your Birth Age
day

5. Name of your High School

month year

6. The Year you are in School
(please check)

7. Today's Date

junior senior

day month year

8. Your Father's Occupation: (or was, if dead or retired) (Specify
the kind of work he does and not where he works.)

9. Your Mother's Occupation: (or was, if dead or retired) (Specify
the kind of work she does and not where she works.)

10. The number of brothers and sisters you have is: (please circle)

0 1 2 3 4 5 6 or more

11. In terms of income or wealth of families in your community, do you
think your family is:

considerably above average

somewhat above average
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12. How far did your father and mother go in school? (check one for each)

Father Mother
less than 8 grades
8 grades
9-11 grades
12 grades
some college
college degree
An advanced degree (Masters,
PhD, or professional such as
law or medicine)

13. I live: (check one)

.1

on a farm.
in the open country, but not on a farm.
in a village under 2,500.
in a town of 2,500 - 10,000.
in a city over 10,000.

14. My father is engaged in the type of cocupation checked below.

Office work (cashier, clerk, secretary, bookkeeper, etc.)
Professional (doctor, lawyer, minister, teacher, etc.)
Executive (manages large business, industry, firm, etc.)
Factcry worker (laborer, janitor, farm hand, etc.)
Salesman (insurance, real estate, auto, store, etc.)
Owns, rents, manages small business (store, station, newspaper,

cafe, etc.)

Owns, rents, manages farm
Other occupation (be specific)

15. How do you estimate the ability of your
college, if you desire to go?

can easily afford it
can afford it,
but with much sacrifice

16. About how much could you or your family
expenses next year (if you were going)?

none
less than $500
between $1000 and $1500

parents to help you go to

cannot afford it
I must work to help
support the family

contribute to your college

between $500 and $1000
all my expenses

GO BACK OVER THE QUESTIONS TO MAKE SURE YOU HAVE ANSWERED THEM TO THE

BEST OF YOUR ABILITY!
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Student's Name

THE
WISCONSIN
SIGNIFICANT
OTHER
BATTERY
(Occupational Form A)

THE UNIVERSITY OF WISCONSIN
DEPARTMENT OF RURAL SOCIOLOGY
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INSTRUCTIONS:

The following questionnaire is designed to help us learn who is

important to you in helping yot, make your plans about your future.

Under each question there are six lines. You are to print the full

names of persons; their addresses, including street or route and city,

if you know them ( or where they can be found); their relationship

to youjfor example, mother, father, best friend, teacher, etc.);

and their occupation (such as doctor, student, etc.).

SAMPLE QUESTION

1. Who have you talked to about the kind of car you should buy?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

V't OA/ 15 LiNc,12 pi)Magoiczoi FA-rt.-% ER HFMy Srer.

.411114rnS rPLi IsY-31,0-0,4) frOch;1,1 f) t."151

E.) z..44":4 %AI t J.; -rm 1w),343;JA/ AC hi ER

C't 14p if F ckcbc1 Rt..es Rivvp HN r e:RrAiNeK

ligLialAirnaY FR%Eil D

PRCHitlfiL Pelittlti Pi ii044E' ioiC ER
ffricw.

Some of the questions may seem the same to you, but they really

are different. Even so, some may have the same answer. You may want

to use the Name names over and over. This is perfectly all right. Be

careful, though. Make sure a name really belongs there before you

write it down. You do not need to repeat the addresses, relationships,

and iccupations for names listed more than once.

If you have any questions while you are writing, please raise

your hand so we can help you. Work as rapidly as possible, but make

sure you ansser all questions.

Sru o tvr
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1. There are four important things that people usually think about when

they are considering a career: 1) What kind of work you do (for example,

farming, building, treating patients, typing, and so forth); 2) The

kinds of working conditions (for example, working with other people or

alone, indoors or out-doors, and so forth); 3) What purposes the job

serves (for example, helping people, growing crops, advancing science,

and so forth); and 4) What benefits the job has for you (for example,

salary, social position, free time, etc.).

A). Who have you talked to about the kind of work that different jobs

require?
FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B). Who have you talked to about the working conditions you might

find on different jobs?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

C). Who have you talked to about the purposes of different kinds of jobs?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

D). Who have you talked to about the benefits (salary, social position,

f4Atc.of.diiferent kinds of jobs?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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Who do you know who has had any of the kinds of jobs you have thought
about, and has been an example of

1) Trio kind.of work jobs like taese vequire?. .

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

2) The kind of working conitions jobs like these have?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

4) The purposes the jobs like these have?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

5) The kinds of benefits (salary social position, etc) these jobs give?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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2. We know that all people are different. Some people are better suited

than others for different kinds of work, different kinds of working con-

ditions, different kinds of purposes (for example, helping people, and

so forth), and different kinds of benefits (salaries, social position,

etc.). This question wants to know how you made up your mind what kinds

of work, working conditions, purposes and benefits are night for you.

A) Who have you spoken with about what kinds of work are right for you?

FULL NAME

,11==

ADDRESS RELATIONSHIP OCCUPATION

B) Who have you spoken with about what kinds of working conditions are

right for you?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

C) Who have you spoken with about what kinds of purposes (building,

helping people, writing, etc.) are right for you?

FULL NAME OCCUPATIONADDRESS RELATIONSHIP

D) Who have you spoken with about what kinds of salary,

and so forth, are right for you?

FULL NAME ADDRESS RELATIONSHIP
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1) Who do you know who is like you are in being Suited for the same

kinds of work?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

IIww.M....e..g.mwalm,p .101INNIIMMINIM1011

2) Who do you know who is like you are in being suited for the same

kinds of working conditions?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

3) Who do you know who is like you are in being suited for jobs with

the same purposes?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

4) Who do you know who is like you are in being suited for jobs

with the same kinds of salary, social position, and so forth?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

aiummmo.10

184



GO BACK AND LOOK OVER YOUR LIST OF NAMES. IF THERE ARE NAMES WHICH

SHOULD NOT BE THERE, CROSS THEM OUT. IF THERE ARE NAMES WHICH SHOULD

BE THERE, PUT THEM IN.

BE SURE THAT YOU HAVE PROVIDED ALL YOU KNOW ABOUT THE ADDRESSES,

RELATIONSHIPS TO YOU, AND THE OCCUPATIONS OF THOSE PEOPLE YOU

HAVE NAMED.

IF YOU ARE SURE THAT YOU HAVE NOT TALKED TO ANYONE ABOUT THE SUBJECT

IN QUESTION OR DO NOT KNOW ANYONE WHO IS SIMILAR, WRITE NO ONE

IN THE BLANK SPACE.

THANK YOU!
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RESEARCH ONLY

Student's Name

THE
WISCONSIN
SIGNIFICANT
OTHER
BATTERY
(occupational Form B)

THE UNIVERSITY OF WISCONSIN

DEPARTMENT OF RURAL SOCIOLOGY

RESEARCH ONLY
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INSTRUCTIONS:

The following questionnaire is designed to help us learn what

you think is important and who has helped you decide what you think

is important. You are to print the full names of persons; their

addresses, including street or route and city, (or where they can

FirEc7Tund; their relationship to you (for example, mother, father,

best friend, teacher, etc.); and their occupation (such as doctor,

student, secretary).

1. How important do you think

1 2

very un mportant

SAMPLE QUESTION

having a car is? (circle your answer)

3 4 5

somewhat important very

important

A. Who have you talked to aLout that?

,FULL NAME ADDRESS RELATIONSHIP

important

OCCUPATION

/ 1.1fit15 7 ,e,:a 1r- eeltisr
EP_Illaa____. d r At C F ALQA/TERT-PIA0

ar=dS(Liijd.2. REA-Eiy-iriihipi54N6,--ficiyeA, H. rei:ech'EA.

B. Who do you know who has a car?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

c rkei4 12k4kL(.,14

110c)11 6Lot,INT, FAI FA/ jr,fedek7-
61(.1116-E. OAL Aoe es 1 sail PA7-14M

Some of the questions may seem the same to you, but they really

are different. Even so, some may have the same answers. You may

want to use the same names over and over. This is perfectly all right.

Be careful, though. Make sure a name really belongs there before you

write 1t You do not need to repeat the addresses, relationship,

and occupation for names listed more than once.

If you have any questions while you are writing, please raise

your hand so we can help you. Work as rapidly as possible, but make

sure you answer all questions.
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I. Different kinds of jobs involve different kinds of work. What

do you think is important about different kinds of work?

(check as many as you like)

1. The work should be interesting.

2. The work should be challenging.

3. The work should be fun to do.

4. The work should be important.

5. The work should match a person's ability.

A. Who have you talked to about that?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who has a job like that?

FULL NAIIE ADDRESS RELATIONSHIP OCCUPATION
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II. How well suited are you for the kinds of work you checked in

Question One?

(circle one)

1 2 3 4 5

not at all not very well somewhat pretty well very well

suited suited suited suited suited

A. Who have you talked to about how well suited you are for these

kinds of work?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do .11.1 know wno is abcut as well suited as you are for these

kilids ',17 work?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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III. Diffe ant kinds of jobs have different kinds of working conditions.

What .:o you think is important about different kinds of working

condiibions?

(checl as many as you like)

1. The work should be done indoors.

2. The work should be done around other people.

3. The work should be done around animals.

4. The work should allow free time to do other things.

5. The work should be done without too much pressure.

6. Other

A. Who hav: you talked to about that?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who has a job with these kinds of working conditions?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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IV. How well suited are you for the kinds of working conditions you
checked in Question three?

(cirl.le one)

1 2 3 4 5

not at not very somewhat pretty well vary well
all much

A. Who have you talked to about how well suited you are for the kinds
of working conditions you checked?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who is abcut as well suited as you are for these
kinds of working conditions?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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V. Different kinds of jobs have different kinds of purposes. What

do you think is important about the purposes of different jobs?

(check as many as you like)

en1111111IMMII10

.101.1

1. The job should deal with
building, etc.

2. The job should deal with

3.

4.

5.

6.

some product, as

people,

social worker, teacher.
The job should deal with events,

grapher, etc.
The job should deal with abstract

mathematics, theories, etc.
The job should deal with clerical

filing, etc.
Other

in manufacturing,

like an executive, doctor,

like a reporter, photo-

things, like justice,

things, like typing,

A. Who have you talked to about that?

FULL NAME

41111111.

ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know Who has a job with a purpose of purposes like that?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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VI. How cell suited are you for the kinds of purposes you checked

in Olestion 5?

(cir4le one)

1 2 3 4 5

not at not very

all well

somewhat pretty well very well

A. Who have you talked to about how well you are suited for these

kinds of purposes?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who is about as well suited as you are for these

kinds of purposes?

FULL NAME ADDRESSES RELATIONSHIP OCCUPATION
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VII. Different kinds of jobs provide different kinds of benefits.

What do you think is important about different kinds of benefits?

(check as many as you like)

1. The job should pay a good salary.

2. The job should provide a good social position.

3. The job should gain the respect of other people.
a.11111~41111.

4. The job should provide security.

5. The job should provide the person with the things

he wants in life.

A. Who have you talked to about that?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who has a job with the kinds of benefits you checked?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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VIII. How well suited are you for the kinds of benefits you checked

in Question 7?

(circle one)

1 2 3 4 5

not at not very somewhat pretty well very well

all well

A. Who have you talked to about how well suited you are for these

kinds of benefits?

FULL Nita ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who is about as well suited as you are for these

kinds of benefits?

FULL NAME ADDRESS RELATIONSHIP OCCUPAIION

195



GO BACK AND LOOK OVER YOUR LIST OF NAMES. IF THERE ARE NAMES WHICH

SHOULD NOT BE THERE, CROSS THEM OUT. IF THERE ARE NAMES WHICH SHOULD

BE THERE, PUT THEM IN.

BE SURE THAT YOU HAVE PROVIDED ALL YOU KNOW ABOUT THE ADDRESSES,

RELATIONSHIPS TO YOU, AND THE OCCUPATIONS OF THOSE PEOPLE YOU

HAVE NAMED.

IF YOU ARE SURE THAT YOU HAVE NOT TALKED TO ANYONE ABOUT THE SUBJECT .

IN QUESTION OR DO NOT KNOW ANYONE WHO IS SIMILAR, WRITE NO ONE

IN THE BLANK SPACE.

THANK YO",

196



Student's Name

THE
WISCONSIN
SIGNIFICANT
OTHER
BATTERY
(Educational Form A)

THE UNIVERSITY OF WISCONSIN
DEPARTMENT OF RURAL SOCIOLOGv

197



INSTRUCTIONS:

The following questionnaire is designed to help us learn who is

important to you in helping you make your plans about your future.

Under each question there are six lines. You are to print the full

names of persons; their addresses, including street or route and city,

if you know them ( or where they can be found); their relationship

to you_(for example, mother, father, best friend, teacher, etc.);

and their occupation (such as doctor, student, etc.).

SAMPLE QUESTION

1. Who have you talked to about the kind of car you should buy?

mu NAME ADDRESS RELATIONSHIP OCCUPATION
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Some of the questions may seem the same to you, but they really

are different. Even so, some may have the same answer. You may want

to use the same names over and over. This is perfectly all right. Be

careful, though. Make sure a name really belongs there before you

write it down. You do not need to repeat the addresses, relationships,

and iccupations for names listed more than once.

If you have any questions while you are writing, please raise

your hand so we can help you. Work as rapidly as possible, but make

sure you answer all questions.
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I. Education after high school is often considered important for different
reasons. Some people believe it is important for success in later life.
Some think it develops you as an individual. Others because of the exper-
ience of learnin4 itself. And others because of the experience of the
social life at school.

WHO HAVE YOU TALKED TO ABOUT
A) Education beyond high school as important for success in life?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

WHO HAVE YOU TALKED TO ABOUT
B) Education beyond high school as important for personal development?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

WHO HAVE YOU TALKED TO ABOUT
C) The kind of work that one does in school after high school?

FULL NAME

WHO

D)

HAVE YOU TALKED
The social life
sports, dating)

FULL NAME

ADDRESS RELATIONSHIP OCCUPATION

TO ABOUT
at school (such as meeting teachers, other students,
after high school?

ADDRESS RELATIONSHIP OCCUPATION
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1. Who do you know who has tried to achieve success through education
beyond high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

2. Who do you know who has tried to develop himself as a person through

education beyond high school?

FULL NAME/ ADDRESS RELATIONSHIP OCCUPATION

3. Who do you know who has experienced the work involved in education

beyond 'ugh school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

4. Who do you know who has experienced the social life of education

after high school such as meeting teachers, other students, extra-

curricular activities, dating, etc?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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2. We know that people are different. Some people have the skills,

abilities and desires for school work, some people are the kind who fit
well into the social life of education, some people are able to achieve
success in later life by going to school, and some become better
persons by going to school.

A. Who has spoken to you about yourself as having or not having the
skills, abilities, or desires needed for school work beyond high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who has spoken to you about yourself as being the kind of person who
would or would not fit in well with the outside activities and social
life of education after high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

C. Who has spoken to you about yourself as being the kind of person who

is able or not able to become a success in later life by going beyond

high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

D. Who has spoken to you about yourself as being able or not bein.&
able to become a better person through education beyond high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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1. Who do you know who is like you are in having or not having the

skills, abilities, or desires for school work beyond high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

Imem.

2. Who do you know who is like you are in being the kind of person who

would or would not fit in well with the outside activities and social

environment of education beyond high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

3. Who do you know who is like you are in being the kind of person who

is able or not able to become a success in later life by gOing

beyond high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

/11110

IMIIMOMINIOMMIN

4. Who do you know who is like you are in being able or not being

able to become a better person through education beyond high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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GO BACK AND LOOK OVER YOUR LIST OF NAMES. IF THERE ARE NAMES WHICH

SHOULD NOT BE THERE, CROSS THEM OUT. IF THERE ARE NAMES WHICH SHOULD

BE THERE, PUT THEM IN.

BE SURE THAT YOU HAVE PROVIDED ALL YOU KNOW ABOUT THE ADDRESSES,

RELATIONSHIPS TO YOU, AND THE OCCUPATIONS OF THOSE PEOPLE YOU

HAVE NAMED.

IF YOU ARE SURE THAT YOU HAVE NOT TALKED TO ANYONE ABOUT THE SUBJECT

IN QUESTION OR DO NOT KNOW ANYONE WHO IS SIMILAR, WRITE NO ONE

IN THE BLANK SPACE.

THANK YOU!
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Student's Name

THE
WISCONSIN
SIGNIFICANT
OTHER
BATTERY
(educational Form B)

THE UNIVERSITY OF WISCONSIN
DEPARTMENT OF RURAL SOCIOLOGY

RESEARCH ONLY
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INSTRUCTIONS:

The following questionnaire is designed to help us learn what

you think is important and who has helped you decide what you think

is important. You are to print the full names of persons; their

addresses, including street or route and city, (or where they can

be found); their relationship to you (for example, mother, father,

best friend, teacher, etc.); and their occupation (such as doctor,

student, secretary).

SAMPLE QUESTION

1. How important do you think having a car is? (circle your answer)

1
very

2

unimportant

3

somewhat
important

A. Who have you talked to about that?

OCCUPATION
FULL NAME ADDRESS

LL'Ait< 739 DAlralltto6ew F-RiEm2 ZsfcidArisr.
Pi/1IDEA Aind5r; FirriiEklsF14449 ethr-Rrn;'o
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B. Who do you know who has a car?

FULL NAME ADDRESS RELATIONSHIP

APo-hi3I6' IIELICIMIRdial3f FP/F/4
tWeifi ./AinAto Ed.aiNTpiscliA?Ai FRIFAIP
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4 5

important very
important

1

RELATIONSHIP

OCCUPATION
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Some of the questions may seem the same to you, but they really

are different. Even so, some may have the same answers. You may

want to use the same names over and over. This is perfectly all right.

Be careful, though. Make sure a name really belongs there before you

write it down. You do not need to repeat the addresses, relationship,

and occupation for names listed more than once.

If you have any questions while you are writing, please raise

your hand so we can help you. Work as rapidly as possible, but make

sure you answer all questions.
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I. How important do you think education beyond high

success in life (that is, as a way of getting a

more advanced social position, and so forth?)

1 2 3 4

school is to
better job,

(circle one)

5

very unimportant somewhat important

unimportant important

A. Who have you talked to about that?

FULL NAME ADDRESS RELATIONSHIP

very
important

OCCUPATION

B. Who do you know who became a success or failure after going on

to school past hieh school?

£ULL NAPE ADDRESS RELATIONSHIP OCCUPATION
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I/. Do you think education beyond high school makes people better

persons? (makes people mature, improves people's ability to think etc.)

(circle your choice)

1 2 3 4 5

no, not not too
at all much

some

A. Who have you talked to about that?

FULL NAME

pretty yes,

much very much

ADDRESS RELATIONSHIP OCCUPATION

3. Who do you know who became a better person (or tried to) by
going to school past high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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III. What do you think the work would be like if you were to go on

to school after high school?

(check as many as you like)

1111111111111111111111.

1111,

.11=11111111111.111.0

Mil111111

1.

2.

3.

4.

5.

6.

It would
It would
It would
It would
It would
Other

require intelligence.
be hard.
mean working on your own.

be interesting.
not be like high school.

A. Who have you talked to about that?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who went on to school after high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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IV. If you were to go on to school after high school, what do you think

the social life there would be like?

(check as many as you like)

1. It would be fun.

2. It would be interesting.

3. I would have many friends.

4. It would be too strict.

5. Other

A. Who have you talked to about that?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who experienced the social life of school after

high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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V. How much do you think you have the skills, abilities, and desires

necessary for school work beyond high school? (For example,

are you a good student, intelligent, a hard worker, self-disciplined,

interested in school, etc.)

(circle you answer)

1 2 3 4 5

not at not very

all much

somewhat pretty very
mucn much

A. Who have you talked to about your skills, abilities, and desires

for school work past high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who has about the same level of skills, abilities,

and desires for school work past high school as you do?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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VI. How much do you think you are the kind of person who would fit

in the social life of school after high school?

(for example, do you like to have a good time, be around people,

have a nice personality, enjoy sports, are you pleasant,

interesting, athletic, etc.)

(circle one)

1 2 3 4 5

not at not very

all much

somewhat pretty
much

very much

A. Who have you talked to about how well you would fit into the

social life of school after high school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who would fit in to the social life of school

after high school about as well as you would?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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VII, How much do you think you are the kind of person who could achieve

success by going to school past high school? (for example,

are you ambitious, do you try hard to do what you want, are you

trying to get ahead and so forth?)

(Circle one)

1 2 3 14 5

not at all not very . somewhat pretty much very much

much

A. Who have you talked to about how school after high school could

help You achieve success in later life?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you know who could be helped or not helped by education

past high school to achieve success about as much as you could?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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VIII. How much do you think education

make you a better person? (for

learn more, become more active,

(circle one)

2 3

after high school could help to

example, improve yourself,

more interesting, and so forth)

4 5

not at not very

all much

somewhat pretty much very much

A. Who have you talked to about how much education after high school

would help make you a better person?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

B. Who do you !mow that could be helped or not helped to become a

better person about as much as you could by education after high

school?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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GO BACK AND LOOK OVER YOUR LIST OF NAMES. IF THERE ARE NAMES WHICH

SHOULD NOT BE THERE, CROSS THEM OUT. IF THERE ARE NAMES WHICH SHOULD

BE THERE, PUT THEM IN.

BE SURE THAT YOU HAVE PROVIDED ALL YOU KNOW ABOUT THE ADDRESSES,

RELATIONSHIPS TO YOU, AND THE OCCUPATIONS OF THOSE PEOPLE YOU

HAVE NAMED.

IF YOU ARE SURE THAT YOU HAVE NOT TALKED TO ANYONE ABOUT THE SUBJECT

IN QUESTION OR DO NOT KNOW ANYONE WHO IS SIMILAR, WRITE NO ONE

IN THE BLANK SPACE.

THANK YOU!
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Student's Name

THE
WISCONSIN
LIFE
STYLE
INDICATOR

THE UNIVERSITY OF WISCONSIN
DEPARTMENT CF RURAL SOCIOLOGY

RESEARCH ONLY
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I. A. Who have you talked to about drinking for people who are of

legal age?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

I. B. Who have you talked to about smoking for people who are of

legal age?

FULL NAIX ADDRESS RELATIONSHIP OCCUPATION
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II. A. Who do you know who is of legal age who uses alcohol?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

)

II. B. Who do you know who is of legal age who smokes?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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III. A. Who have you talked to about whether or not you should drink
when you are of legal age?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION

III. B. Who have you talked to about whether or not you should
smoke when you are of legal age?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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IV. A. Who do you know who is like you are in being the kind of
person who will drink or not drink when you are of legal age?

FULL NAE ADDRESS RELATIONSHIP OCCUPATION

IV. B. Who do you know who is like you are in being or not being
the kind of person who will drink or not drink when you are
of legal age?

FULL NAME ADDRESS RELATIONSHIP OCCUPATION
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SIGNIFICANT OTHER IDENTIFICATION FORM E01

Read each of the following questions carefully. Answer to the best

of your ability. Please print.

1. Your Name

2. Your Address
No. Street or Route City State

3. Sex (Please check) male female

4. Date of your birth Age

day month year

5. Employment status (Please check) employed

unemployed

retired

housewife

6. Your occupation (Specify the kind of work you do and not where you

work)

7. In terms of your income or wealth of families in your community, do

you think your family is:

considerably above average average

somewhat above average somewhat below

8. How far did you go in school?

less than 8 grades

average

considerably

below average

8 grades

9-11 grades

12 g. -ades

some college

college degree

an advanced degree (masters, PhD, or professional such as law

or medicine)
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9. The year you are in school (if applicable)

freshman

sophomore

junior

senior

10. Name of your school (Specify type, i.e. high school, trade school,

college, etc, in addition to name)

11. I live (check one)

on a farm

in the open country, but not on a farm

in a village under 2.500

in a town of 2.500 - 10.000

in a city over 10.000

12. I am engaged in the type of occupation checked below:

office work (cashier, clerk , secretary, bookeeper, etc).

professional (doctor, lawyer, minister, teacher, etc.)

executive (manage large business, industry, firm, etc.)

factory worker (laborer, janitor, farm hand, etc.)

salesman (insurance, real estate, auto, store, etc).

owns, rents, manages farm

other occupation (be specific)

CO BACK OVER. THE QUESTIONS TO MAKE SURE YOU HAVE ANSWERED THEM TO THE BEST

OF YOUR ABILITY!
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INSTRUCTIOrC:

OLG-3-051170-1932

RESEARCH ONLY
ODO; OMO

3328

The following questions are about occupations in general.

Answer each question to the best of your ability. DO NOT SKIP ANY,

EVEN IF YOU MUST GUESS.

1. How important do you think it is to have a job which p..luires a

certain KIND OF WORK (such as farming, building, treating patients,

typing, etc.)? (circle one answer)

1 2 3 '5'4

Not important Not too Somewhat Fairly VIry

at all important important important important

2. Hou important do you think WORKING CONDITIONS are to a GOOD JOB?

(circle one answer)

1 2 3 5

Not important Not too Somewhat Fairly Very

at all important important important important

3. How important do you think the PURPOSE of a job (such as helping

people, growing crops, advancing science, helping the country, etc.)

is to making a job a GOOD JOB? (circle one answer)

2 3

Not important Not too Somewhat Fairly Very

at all important important important important

4. How important are the BENEFITS (salary, social position, etc.) of

a j:-..1) in making it a GOOD SOB? (circle one answer)

Not imp)rtant
at all

2 3. 4

Not too Somewhat Fairly Very

important important important important

RESEARCH ONLY
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02

INSTRUCTIONS:

OLG -3-U51170-1992
OEM

331 model

This set of questions concerns your interest in different kinds
of jobs. There are eight questions. You are to check ONE job in
EACH question. Lake sure it is the BEST ANSWER you can give to this
question.

Read each question carefully. They are all different. Answer

all questions tne best you can. Do not omit any, EVEN IF YOU MUST GUESS.

Question 1. If you were JUST OUT OF SCHOOL and LOOKING FOR A JOB,
which ONE of the jobs listed in this question is the BEST
ONL you are REALLY SUP E YOU COULD GET?

1. Lazyer
2. Welfare worker for a city government
3. United States representative in Congress
4. Corporal in the Army
5. United States Supreme Court Justice
6. Night watchman
7. Sociologist
8. Policeman
9. County agricultural agent
10. filling station attendant

Question 2. If you were JUST OUT OF SCHOOL and LOOKING FOR A JOB, which
ONE of the jobs listed in this question would you choose
if you were FREE TO CHOOSE ANY of them you wished?

1. (ember of the board of directors of a large
corporation

2. Undertaker
3. Banker
4. hacnine operator in a factory
5. Physician (doctor)
6. Clothes presser in a laundry
7. Accountant for a large business
8. Railroad conductor
s. Railroad engineer
10. Singer in a night club
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OEG -3- 051170 -1992

2 OEM 331 mdl

Questi )n 3. If you were JUST OUT OP :(21-i0OL and LOOKING FOR A JOB,

which UNL oftgjobfnr=n this question is the BEST

0141: you are TIALLY 7-1E YOU COULD GET?

Nuclear physicist

2. Reporter for a daily newspaper

3. County judge
4. Barber
5. State governor
6. Soda fountain clerk

7. Biologist
8. Mail carrier
9. Official of an international labor union

10. Farm hand

Question 4. If you were JUST OUT OF SCHOOL and LOOKING FOR A JOB, which

ONE of the jobs listed in this question would you choose
if you were FREE TO CHOSE ANY of them you wished?

1. Psychologist

2. Manager of a small store in a city

3. Head of a department in state government

4. Clerk in a store

5. Cabinet member in the federal government

6. Janitor
7. Musician in a symphony orchestra
8. Carpenter

9. Radio announcer

10. Coal miner

Question 5. If you were 33 YEARS OLD , which ONE of the jobs listed in

this question is the BLST ONE you are REALLY SURE YOU COULD zE T ?

1. Civil engineer

2. Bookkeeper
3. Minister or Priest

4. Streetcar motorman or city bus driver

5. Diplomat in the United States Foreign Service

6. Share cropper (one who owns no livestock or
farm machinery, and does not manage the farm)

7. Author of novels

8. Plumber
9. Newspaper columnist
10. Taxi driver



3

OEG-3-051170-1992
OEM 331 model

Question 6. If you were 30 YEA: OLD, which ONE of the jobs listed in

this question would you choose if you were FREE TO CHOOSE
ANY of them you wished?

1. Airline pilot
Le Insurance agent

3. Architect
u. Milk route man

. Aayor of a large city
C. Garbage collector
7. Captain in the Army
5. Garage mechanic
9. Owner-operator of a printing shop
10. Railroad section hand

Question 7. If you were 30 YEARS OLD, which ONE of the jobs listed in
this question is the BEST ONE you are REALLY SURE YOU COULD GET?

1. Artist who paints pictures that are exhibited
in galleries

2. Traveling salesman for a wholesale concern
3. Chemist
4. Truck driver
5. College professor
6. Street sweeper
7. Building contractor
8. Local official of a labor union
9. Electrician
10. Restaurant waiter

Question 8. If you were 30 YEARS 0Lb which O! of the jobs listed in
this question would you choose if you were FREE TO CHOOSE
ANY of them you wit.;ned?

1. Owner of a factory that employs about 100 people
2. Playground director
3. Dentist
4. Lumberjack
5. Scientist
6. Shoeshiner
7. Public school teacher
8. Owner-operatca of a lunch stand
9. Trained machinist
10. Dock worker
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INSTRUCTIOS:

OEG-3-051170-1992

RESEARCH ONLY
O1S; OMT

332 A Modl

We know that all people are different. Some people are better

suited than others for different kinds of work, different kinds of working

conditions, different kinds of purposes (for example, helping peopl.e,

and so forth), and different kinds of benefits (salaries, social position,

etc.). This question wants to know how you made up your mind what kinds

of work, working conditions, purposes and benefits are right for you.

Please answer the following questions to the best of your ability.

DO NUT LEAVE ANY OUT, EVEN IF YOU MUST GUESS.

1. How important do you think it is for you to have a job which requires

a certain KIND OF WORK (such as farming, building, treating patients,

typing, etc.)? (circle one

10111/. 1 2

answer)

3 5

Not important
at all

Not too
important

Somewhat
important

4

Fairly
important

Very
important

2. How important are the WORKING CONDITIONS of a JOB fcr you? (circle

one answer)

1 2 3 5

Not important Not too Somewhat Fairly Very

at all important important important important

3. How important do you think the PURPOSE of a job (such as helping

people, growing crops, advancing science, helping the country, etc.)

is to making a job a GOOD JOB for YOU? (circle one answer)

1 2 3 4 5

Not important Not too Somewhat Fairly Very

at all important important important important

4. How important are the BENEFITS (salary, social position, etc.) of

a job in making it a COOD JOB for YOU? (circle one answer)

1 2 3
5

not important Not too Somewhat Fairly Very

at all important important important important
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INSTRUCTIONS

0E0-3-051170-1992
OEUm

331 malt:

This set of questions concerns your interest in different kinds

of jobs for

There are eight questions. You are to check JNE job in EACH

question. MaAe sure it is the BEST ANSWER you can give to tills question.

Read earn question carefully. They are all different. Do not omit

any, EVflh IF YuU OUST GUESS.

Question 1. Of the jobs listed in this question, which is the BEST ONE

you are REALLY SUEE HE CAN GET when his SCHOOLING IS OVER?

. Lawyer
2. Welfare worker for a city government

3. United States representatie in Congress

4. Corporal in the Army

5. United States Supreme Court Justice

6. Night watchman
7. Sociologist

8. Policeman

9. County agricultural agent

10. Filling t;tation attendant

Question 2. Of the jobs listed in this question, which ONE would you

most like to see him have if he were FREE TO CHOU.IE ANY

of them he wished when his SCHOOLING S OVER?

1. 1%ember of the board of directors of a large

corporation

2. Undertaker

Q. Banker
4. Machine operator in a factory

5. Physician (doctor)

6. Clothes presser in a laundry

7. Accountant for a large business

8. Railroad conductor

9. Railroad engineer

10. Singer in a night club
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0EG-3-051170-1392
OEDm

331 male

Question 3. Of the jobs listed in this question which is the BEST

ONE you are REALLY SURE HE CAN GET when his SCHOOL1W4
77OVEK?

1. Nuclear physicist

2. Reporter for a daily newspaper

3. County judge

4. Barber

5. State governor

6. Soda fountain clerk

7. Biologist

8. Mail carrier

9. Official of an international labor union

10. Farm hand

Question 4. Of the jobs listed in this question, which ONE would you
most like to see him have if he were FREE TO CHOOSE ANY
of them he wished when his SCHOOLING IS OVER?

1. Psychologist

2. Manager of a small store in a city
3. Head of a department in state government
4. Clerk in a store

5. Cabinet member in the federal government
6. Janitor

7. Musician in a symphony orchestra

8. Carpenter
9. Radio announcer

10. Coal miner

Question 5. Of the jobs listed in this question, which is the BEST
ONE you are sure he can get by the time he is 30 YEARS OLD?

1. Civil engineer

2. Bookkeeper
3. Minister or Priest
4. Streetcar motorman or city bus driver
5. Diplomat in the United States Foreign Service
6. Share cropper (one who owns no livestock or

farm machinery, and does not manage the farm)

7. Author of novels

8. Plumber
9. Newspaper columnist
10. Taxi driver
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0EG-3-051170-1992
OEDm 331 male

Question 6. Of the jobs listed in this question, which ONE would you
like to see him have when he is 30 YEARS OLD, if he
were Fla; TO CHOOSE ANY of them he wished?

1. Airline pilot

2. Insurance agent

3. Architect
4. Milk route man
5. Mayor of a large city

6. Garbage collector
7. Captain in the army

8. Garage mechanic
9. Owner-operator of a printing shop
10. Railroad section hand

Question 7. Of the jobs listed in this question, which is the BEST
ONE you are:KCAL-1,Y SURE HE CA!' HAVE by the time he is

30 years old?

1. Artist who paints pictures that are exhibited
in galleries

2. Traveling salesman ..or a wholesale concern

3. Chemist
4. Truck driver
5. College professor
6. Street sweeper
7. Building contractor
8. Local official of a labor union
9. Electrician
10. Restaurant waiter

Question 8. Of the jobs listed in this question, which ONE would you
like to see him have when he is 30 YEARS OT,D, if he were
FREE TO HilVE i.NY of them he wished?

1. Owner of a factory that employs about 100 people
2. Playground director
3. Dentist

4. Lutherjack

5. Scientist
6. Shoeshiner
7. :school teacher

8. Owner-operator of a lunch stand
9. Trained machinist
10. Dock worker
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04(female)
INSTRUCTIONS:

OEG-3-051170-1992

OE Df

331 female

This set of questions concerns your interest in different kinds

of jobs for

There are eight questions. You are to check ONE job in EACH

question. Eake sure it is the BEST ANSWER you can give to this question.

Read each question carefully. They are all different. Do not omit

any, EVEN IF YOU MUST GUESS.

Question 1. Of the jobs listed in this question, which is the BEST ONE

you are REALLY SURE SHE CAN GET when her SCHOOLING IS OVER?

1. Lawyer

2. Welfare worker for a city government

3. United States representative in Congress

4. Corporal in the Army

5. United States Supreme Court Justice

6. Night Watchman

7. Sociologist
8. Policeman
9. County agricultural agent

10. Filling station attendant

Question 2. Of the jobs listed in this question, which

most like to see her have if she were FREE

of them she wished when her SCHOOLING IS OV1

ONE would you
TO CHOOSE ANY

2.

3.

4.

5.

6.

7.

8.

9.

10.

Member of the board of directors

corporation
Undertaker
Ba%ker
rachine operator in a factory

Physician (doctor)
Clothes presser in a laundry
Accountant for a large business

Railroad conductor
Railroad engineer
Singer in a night club
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Question 3. Of the jobs listed in this question

ONE you are REALLY SURE SHE CAN GET

IS OVER?

1.

2.

3.

4.

5.

6.

7.

8.

9.

10.

11.11.0

40111.0111111114WIRMAIIIIIM

OEG-3-051170-1992
OEDf

331 female

which is the BEST

when her SCHOOLING

Nuclear physicist
Reporter for a daily newspaper

County judge

Barber
State governor
Soda fountain clerk

Biologist
Mail carrier
Official of an international labor union

Farm hand

Question 4. Of the jobs listed in this question, which ONE would you

most like to see her have if she were FREE TO CilOOSE ANY

of them she wished when her SCHOOLING IS OVER?

1. Psychologist

2. i4anager of a small store in a city

3. head of a department in state government

4. Clerk in a store

5. Cabinet member in the federal government

6. Janitor

7. Musician in a symphony orchestra

8. Carpenter

9. Radio announcer

10. Coal miner.111......

Question 5. Of the jobs listed in this question, which is the BEST

ONE you are sure she can get by the time she is 30 YEA:',S OLD ?

1.

2.

3.

4.

5.

6.

7.

8.

9.

10.

Civil engineer
Bookkeeper
Minister of Priest
Streetcar motorman or city bus driver

Diplomat in the United STates Foreign Service

Share cropper (one who owns no livestock or

farm machinery, and does not manage the farm)

Author of novels

Plumber
Newspaper columnist
Taxi driver
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OEG-3-051170-1992
OEDf 331 female

Question 6. Of the jobs listed in this question, which ONE would you

like to see her have when she is 30 YURS OLD, if she
were FILE TO CHOOSE ANY of them she wished?

1. Airline pilot

2. Insurance agent

3, Architect

4. Kilk route man

5. Mayor of a large city

6. Garbage collector

7. Captain in the Army

8. Garage mechanic

9. Owner-operator of a printing shop

10. Railroad section hand

Question 7. Of the jobs listed in this question, which is the BEST

011E you are REALLY SURE SHE CAN HAVE by the time she is

3J YLA'AS OLD?

1. Artist who paints pictures that are exhibited

in galleries

2. Traveling salesman for a wholesale concern

3. Chemist

4. Truck driver

5. College professor

6. Street sweeper

7. Building contractor

8. Local official of a labor union

9. Electrician

10. Restaurant waiter

Question 8. Of the jobs listed in this question, which On would you
like to see her have when she is 30 YEA::S OLD, if she were

1-7,.EE TO HINE ;..i.ar of them she wished?

1. Owner of a factory that employs about 100 people

2. Playground director
Dentist

4. Lumberjack
5. Scientist

6. Shoeshiner

7. Public school teacher

8. Owner-operator of a lunch stand

9. Trained machinist

10. Dock worker
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0 5 RESEARCH ONLY
OEG-3-051170-1992

ODS; ODT

332 A Definer

INSTRUCTIONS:

We know that all people are different. Some people are better

suited than others for different kinds of work, different kinds of

working conditions, different kinds of purposes (for example, helping

people, and so forth), and different kinds of benefits (salaries, social

position, etc.).

The following questions are about
Please answer them to the best of your ability. DO NOT SKIP ANY, EVEN

IF YOU MUST GUESS.

1. How important do you think it is for him (or her) to have a job

which requires a certain KIND OF WORK (such as farming, building,

treating patients, typing, etc.)? (circle one answer)

1 2 3 54

Not important Not too Somewhat Fairly Very

at all important important important important

2. How important do you think WORKING CONDITIONS of a GOOD JOB are for

him (or her)? (circle one answer)

1 2 3 4 5 ----

Not important Not too Somewhat Fairly Very

at all important important important important

3. How important do you think the PURPOSE of a job (such as helping
people, growing crops, advancing science, helping the country, etc.)
is to making a job a GOOD JOB for him (or her)? (circle one answer)

1 2 3 .5

Not important Not too Somewhat Fairly Very

at all important important important important

4. How important are the BENEFITS (salary, social position, etc.)

of a job in making a job a GOOD JOB for him (or her)?
(circle one answer )

1 2 3 .5

Not important Not too Somewhat Fairly Very

at all important important important important
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0EG-5-051170-1992
EDO; EMO

342 B

INSTRUCTIONS:

The following questions are about education in genem3. Answer

each question to the best of your ability. DO NOT SKIP ANY, EVEN IF

YOU MUST GUESS.

1. How important do you think education beyond high .3chc.c..1 's

SUCCESS in life? (circle one answer)

1 -3 4 5

Not important Not too Somewhat Fairly Very

at all important important important important

2. How important do you think education beyond high school is fcr

PERSOiiAL DEVELOPMENT? (circle one answer)

111. 1 2 3 4 5

Not important Nct too Somewhat Fairly Very

at all important important important important

3. How important do you think is SCHOOL WORK which is done beyond

high school? (circle one answer)

Not important Not too Somewhat Fairly Very

at all important important important important

4. How important do you think is SCHOOL SOCIAL LIFE beyond high school?

1 2. 3 4 5

Not important Not too Somewhat Fairly Very

at all important important important important

RESEARCH ONLY
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INSTRUCTIONS:

OEG-3-051170-1992
EEM

341 Model

The following questions refer to your opinion about education.
Please answer BOTH questions, EVEN IF YOU MUST GUESS.

1. If you were a high school student, how much education would you
like to have if NOTHING prevented you from getting AS MUCH ASIia 1..1101Y.
YOU WANTED? (Check one answer.)

1. Quit school

2. Finish high school

3. Go to trade, business, secretarial or nursing school

4. Go to college or university (one that gives credit
toward a Bachelor's Degree).

5. Get an advanced degree (masters, Ph. D., or professional
such as law or medicine).

2. If you were a high school student, how much education do you think

you REALLY COULD GET? (Check one answer.)

1. Quit school

2. Finish high school

3. Go to trade, business,secretarial, or nursing school.

4. Go to college or university (one that gives credit
toward a Bachelor's Degree)

5. Get an advanced degree (masters, Ph. D., or professional
such as law or medicine)

235



E

INSTRUCTIONS:

OEG.3-051170-1992

RESEARCH ONLY EMS; EMT

342 A Model

We know that people are different. Some people have the skills,
abilities and desires for school work, some people are the kind who fit
well into the social life of education, some people are able to achieve
success in later life by going to school, and some become better
persons by going to school.

PLEASE ANSWER ALL QUESTIONS, EVEN IF YOU HAVE TO GUESS.

1. How important do you think education was or will be in your becoming
a SUCCESS in life? (circle one answer)

2 51 3 '4

Not important Not too Somewhat Fairly Very

at all important important important important

2. How important do you think education was or will be for your
PERSONAL DEVELOPMENT? (circle one answer)

2 4 51 3

Not important Not too Somewhat Fairly Very

at all important important important important

3. How important do you think the SCHOOL WORK done beyond high school
was or will be for you? (circle one answer)

4 51 2 3

Not important Not too Somewhat Fairly Very

at all important important important important

4. How important do you think the SCHOOL SOCIAL LIFE after high school
was or will be for you? (circle one answer)

2 4 51 3

Not important Not too Somewhat Fairly Very

at all important important important important

RESEARCH ONLY
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INSTRUCTIONS:

The following questions are about

0EG-3-051170-1992
EED

Please answer them to the best of your ability, EVEN IF YOU MUST GUESS.

1. How much education would you like to see him have if NOTHING
prevented him (or her) from having AS MUCH AS HE (OR SHE) WANTED?

(Check one answer.)
1. Quit school

2. Finish high school.

3. Go to trade, business, secretarial or nursing school

4. Go to college or university (one that gives credit
toward a Bachelor's Degree)

5. Get an advanced degree (masters, Ph. D., or professional
such as law or medicine)

2. How much education do you think he (or she) REALLY WILL GET?
(Check one answer.)

1. Quit school.

2. Finish high school.

3. Go to trade, business, secretarial or nursing school.

4. Go to college or university (one that gives credit
toward a Bachelor's Degree)

5. Get an advanced degree (masters, Ph. D., or professional
such as law or medicine).
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342 A definer

INSTRUCTIONS:

We know that people are different. Some people have the skills,

abilities and desires for school work, some paople are the kind who fit

well into the social life of education, some people are able to achieve

success in later life by going to school, and some become better persons

by going to school.

The following questions are about
Please answer them to the best of your ability. DO NOT SKIP ANY, EVEN

IF YOU MUST GUESS.

1. How important do you think education beyond high school is to his

(or her) becoming a SUCCESS in life? (circle one answer)

1 2 4 53

Not important Not too Somewhat Fairly Very

at all important important important important

2. How important do you think education after high school is to his

(or her) PERSONAL DEVELOPMENT? (circle one answer)

1 2 3 4 5........

Not important Not too Somewhat Fairly Very

at all important important important important

3. How important do you think is SCHOOL WORK which is done beyond

high school for him (or her)? (circle one answer)

1 2 3 4 5 411111. loi.1111=1

Not important Not too Somewhat Fairly Very

at all important important important important

4. How important do you think is the SCHOOL SOCIAL LIFE beyond high

school for him (or her)? (circle one answer)

2 3 4 51

Not important Not too Somewhat Fairly Very

at all important important important important

RESEARCH ONLY
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APPENDIX C

Instruments Used to Validate the
Wisconsin Significant Other Battery

Sociometric Instrument

Participation in Extra Curricular Activities

Acceptance of Others

Schulze Dogmatism Scale

General Adjustment

Form E02
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SOCIOMETRIC INSTRUMENT:

1. Of all the people in this room, who do you spend most of your time with?

NAME ADDRESS RELATION OCCUPATION

2. Of all the people that you know, who do you spend most of your time with?

NAME ADDRESS RELATION OCCUPATION
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THE KINDS OF EXTRA CURRICULAR ACTIVITIES IN WHICH I PARTICIPATE ARE:

(Check the ones in which you participate regularly, and add to the

list if necessary.)

( ) athletics.
( ) band-orchestra.
( ) chorus-vocal.

( ) dramatics.

( ) debates.

( ) 4-H or FFA.

( ) school paper.

( ) annual.
( ) student government.
( ) hobby club.

( ) other

( )

( )

( )

COMPARED TO MOST STUDENTS IN MY HIGH SCHOOL, MY LEADERSHIP ACTIVITIES ARE:

( ) greater than average.

( ) about average.
( ) less than average.
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Name
Age Sex Date

This is a study of some of your attitudes. Of course, there is no right

answer for any statement. The best answer is what you feel is true of

yourself.
Please circle the phrase that best expresses your feeling about the sta-

tement. Remember, the best answer is the one which applies to you.

1. I CAN BE COMFORTABLE WITH ALL VARIETIES OF PEOPLE -FROM THE HIGHEST

TO THE LOWEST.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

2. I CAN BECOME SO ABSORBED IN THE WORK I'M DOING THAT IT DOESN'T BOTHER

NE NOT TO HAVE ANY INTIMATE FRIENDS.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

3. I DON'T APPROVE OF SPENDING TIME AND ENERGY IN DOING THINGS FOR OTHER

PEOPLE. I BELIEVE IN LOOKING TO MY FAMILY AND MYSELF MORE AND LETTING

OTHERS SHIFT FOR THEMSELVES.

Not ai all Slightly Moui half- Mostly true True
5
of

true of true of way true of of myself myself

myself myself myself

4. I DON'T APPROVE OF DOING FAVORS FOR PEOPLE. IF YOU ARE TOO AGREEABLE

THEY'LL TAKE ADVANTAGE OF YOU.

1 2 3
5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

5. I USUALLY IGNORE THE FEELINGS OF OTHERS WHEN I'M ACCOMPLISHING SOME

IMPORTANT END.

1 2 3
5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself
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6. THERE IS NO SENSE IN COMPROMISING, WHEN PEOPLE HAVE VALUES I DON'T

LIKE, I JUST DON'T CARE TO HAVE MUCH TO DO WITH THEM.

1 2 - - - -- 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

7. THE PERSON YOU MARRY MAY NOT BE PERFECT, BUT I BELIEVE IN TRYING TO

GET HIM (OR HER) TO CHANGE ALONG DESIRABLE LINES.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

8. I SEE NO OBJECTION TO STEPPING ON OTHER PEOPLE'S TOES A LITTLE IF

IT'LL HELP GET ME WHAT I WANT IN LIFE.

1 ----- 2 - - - -- 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

9. I TRY TO GET PEOPLE TO DO WHAT I WANT THEM TO DO, IN ONE WAY OR ANOTHER.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

10. I OFTEN TELL PEOPLE WHAT THEY SHOULD DO WHEN THEME HAVING TROUBLE

IN MAKING A DECISION.

1 2 3 4 5 --

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

11. I ENJOY MYSELF MOST WHEN I'M ALONE, AWAY FROM OTHER PEOPLE .

1 - - -- 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself
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12. I FEEL NEITHER ABOVE NOR BELOW THE PEOPLE I MEET.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

13. SOMETIMES PEOPLE MISUNDERSTAND ME WHEN I TRY TO KEEP THEM FROM MAKING

MISTAKES THAT COULD HAVE AN IMPORTANT EFFECT ON THEIR LIVES.

1 2 3 4 5

Not at all Slightly About half- Mostly true TrUe of

tore of true of way true of of myself myself

myself myself myself

14. THERE ARE VERY FEW TIMES WHEN I COMPLIMENT PEOPLE FOR THEIR TALENTS

OR JOBS THEY'VE DONE.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

15. I ENJOY DOING LITTLE FAVORS FOR PEOPLE EVEN IF I DON'T KNOW THEM WELL.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

16. I PREFER TO BE ALONE RATHER THAN HAVE CLOSE FRIENDSHIPS WITH ANY OF

THE PEOPLE AROUND ME.

1 2 3 4 --- -- 5-

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

17. I SELDOM WORRY ABOUT OTHER PEOPLE. I'M REALLY PRETTY SELF-CENTERED.

1 -2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself
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18. I BELIEVE THAT PEOPLE SHOULD GET CREDIT FOR THEIR ACCOMPLISHMENTS, BUT

I VERY SELDOM COME ACROSS WORK THAT DESERVES PRAISE.

2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

19. I FEEL THAT FOR THE MOST PART ONE HAS TO FIGHT HIS WAY THROUGH LIFE.

THAT MEANS THAT PEOPLE WHO STAND IN THE WAY WILL BE HURT.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

20. WHEN SOMEONE ASKS FOR ADVICE ABOUT SOME PERSONAL PROBLEM, I'M MOST

LIKELY TO SAY, "IT'S UP TO YOU TO DECIDE", RATHER THAN TELL HIM WHAT

HE SHOULD DO.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

21. I CAN'T HELP. FEELING SUPERIOR' (OR INFERIOR) TO MOST OF THE PEOPLE I KNOW.

1 2 3 4 --- - -5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself of myself

22. I DON'T HESITATE TO URGE PEOPLE TO LIVE BY THE SAME HIGH SET OF VALUES

WHICH I HAVE FOR MYSELF.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself

23. I CAN BE FRIENDLY WITH PEOPLE WHO DO THINGS WHICH I CONSIDER WRONG.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of

true of true of way true of of myself myself

myself myself myself
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24. IF PEOPLE ARE WEAK AND INEFFICIENT I'M INCLINED TO TAKE ADVANTAGE OF
THEM. I BELIEVE YOU MUST BE STRONG TO ACHIEVE YOUR GOALS.

1 2 3 4 5

aot at all Slightly About half- Mostly true True of
true of true of way true of of myself myself
myself myself myself

25. I'M EASILY IRRITATED BY PEOPLE WHO ARGUE WITH ME.

1 2 3 - - - - -5

Not at all Slightly About half- Mostly true Trme of
true of true of way true of of myself myself
myself myself myself

26. WHEN I'M DEALING WITH YOUNGER PERSONS, I EXPECT THEM TO DO WHAT
I TELL THEM.

1 2 3 14 5

Not at all Slightly About half- Mostly true True of
true of true cf way true of of myself myself
myself myself myself

27. I DON'T SEE MUCH POINT TO DOING THINGS FOR OTHERS UNLESS THEY CAN
DO YOU SOME GOOD LATER ON.

1 2 3 - - ---5

Not at all Slightly About half- Mostly true True of
true of true of way true of of myself myself
myself myself myself

28. IF SOMEONE I KNOW IS HAVING DIFFICULTY_IN WORKING THINGS OUT FOR
HIMSELF, I LIKE TO TELL HIM WHAT TO DO.

1 2 3 4 5

Not at all Slightly About half- Mostly true True of
true of true of way true of of myself myself
myself myself myself

THANK YOU.
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Name .0.0

Read the following items, then in the blank,check

whether you agree or disagree. Do this for all of the

items, do not leave any unanswered.

1. Once I get wound up in a heated
discubsion I just.can't stop.

agree
disagree

2. A person who thinks primarily of 0.gree

his own happiness is beneath contempt. disagree

3. Most people just donut know whatus agree

good for them. disagree

4. The worst crime a. person can commit is agree

to attack publicly the people who ___disagree

believe in the same thing he does.

5. While I don't like to admit this
even to myself, I sometimes have
the ambition to become a great man
like Einstein, or Beethoven, or
Shakespeare.

6. It is often desirable to reserve
judgement about what's going on
until one has a chance to hear the
opinions of those one respects.

agree
disagree

agree
disagree

7. In this complicated world of ours
the only way we can know what is
going on is to rely upon leaders agree

or experts who can be trusted. disagree

8. Fundamentally, the world we live agree

in is a pretty lonely place. disagree

9. In the long run the best way to
live is to pick friends and
associat4s whose tastes anb beliefs
are the same as one°s own.

agree
disagree

10. In the history of mankind there
have probably been just a handful agree

of really great thinkers. disagree
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Name Age Sex Date
(Last) (First)

The following pages contain a number of statements about which there is
no general agreement. People differ widely in the way they feel about each
item. There are no right answ ers. The purpose of the survey is to see hew
different groups feel about each item. We should like your honest opinion
on each of these statements.

READ EACH ITEM CAREFULLY AND CIRCLE QUICKLY THE PHRASE THAT BEST EXPRESSES
YOUR FEELING ABOUT THE STATEMENT. WherAer possible, let your own personal
experience determine your answer. Do not spend much time on any item. If
in doubt, circle th' phrase that seems most nearly to express your present
feeling about the statement. WORK RAPIDLY. Be sure to answer each item.

1. TIMES ARE GETTING BETTER.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly
Agree Disagree

2. ANY MAN WITH ABILITY AND WILLINGNESS TO WORK HARD HAS A GOOD CHANCE
OF BEING SUCCESSFUL.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly
Agree Disagree

IT IS DIFFICULT TO SAY THE RIGHT THING AT THE RIGHT TIME.

1
Strongly
Agree

2 3 4 5

Agree Undecided Disagree Strongly
Disagree

4. MOST PEOPLE CAN BE TRUSTED.

2 3 4 5

StronglY Agree Undecided Disagree Strongly
Agree Cs agree

5. HIGH SCHOOLS ARE TOO IMPRACTICAL.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly
Agree Disagree

248



6. A PERSON CAN PLAN HIS FUTURE SO THAT EVERYTHING WILL COME OUT ALL

RIGHT IN THE LONG RUN.

Strongly Agree Undecided Disagree Strongly

Agree Disagree

7. NO ONE CARES MUCH WHAT HAPPENS TO YOU.

1 - - - - -2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

8. SUCCESS IS MORE DEPENDENT ON LUCK THAN ON REAL ABILITY.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

9. IF OUR ECONOMIC SYSTEM WERE JUST, THERE WOULD BE MUCH LESS CRIME.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

10. A MAN DOES NOT HAVE TO PRETEND HE IS SMARTER THAN HE REALLY IS TO

"GET BY".

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

11. LAWS ARE SO OFTEN MADE FOR THE BENEFIT OF SMALL SELFISH GROUPS

THAT A MAN CANNOT RESPECT THE LAW.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

12. ONE SELDOM WORRIES SO MUCH AS TO BECOME VERY MISERABLE.

1,-- 2 - - - - -3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree
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13. THE FUTURE LOOKS VERY BLACK.

1

Strongly
Agree

2

Agree

3 4 5

Undecided Disagree Strongly
Disagree

14. REAL FRIENDS ARE AS EASY TO FIND AS EVER.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

15. POVERTY IS CHIEFLY A RESULT OF INJUSTICE IN THE DISTRIBUTION OF WEALTH.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

16. IT IS DIFFICULT TO THINK CLEARLY THESE DAYS.

1 2 3 4
rJ

Strongly Agree Undecided Disagree Strongly

Agree Disagree

17. THERE IS LITTLE CHANCE FOR ADVANCEMENT IN INDUSTRY AND BUSINESS

UNLESS A MAN HAS UNFAIR PULL.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

18. IT DOES NOT TAKE LONG TO GET OVER FEELING GLOOMY.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagme

19. THE YOUNG MAN OF TODAY CAN EXPECT MUCH or THE FUTURE.

1 2 3

Strongly Agree Undecided

Agree
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20. IT IS GREAT TO BE LIVING IN THESE EXCITING TIMES.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly
Agree Disagree

21. LIFE IS JUST ONE WORRY AFTER ANOTHER.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

22. THE DAY IS NOT LONG ENOUGH TO DO ONE'S WORK WELL AND HAVE ANY TIME
FOR FUN.

1

Strongly
Agree

2
Agree

3 4 5

Undecided Disagree Strongly
Disagree

23. A MAN CAN LEARN MORE BY WORKING FOUR YEARS THAN BY GOING TO HIGH SCHOOL.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree

24. THIS GENERATION WILL PROBABLY NEVER SEE SUCH HARD TIMES AGAIN.

1 2 3 4 rJ

Strongly Agree Undecided Disagree Strongly
Agree Disagree

25. ONE CANNOT FIND AS MUCH UNDERSTANDING AT HOME AS ELSEWHERE.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly
Agree Disagree

26. THESE DAYS ONE IS INCLINED TO GIVE UP HOPE OF AMOUNTING TO SOMETHING.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree Disagree
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27. EDUCATION IS OF NO HELP IN GETTING A JOB TODAY.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree
Disagree

28. THERE IS REALLY NO POINT IN LIVING.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree
Disagree

29. MOST PEOPLE JUST PRETEND THAT THEY LIKE YOU.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree
Disagree

30. THE FUTURE IS TOO UNCERTAIN FOR A PERSON TO PLAN oN MARRYING.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree
Disagree

31. LIFE IS JUST A SERIES OF DISAPPOINTMENTS.

1 2 3 4 5

Strongly Agree Undecided Disagree Strongly

Agree
Disagree.

THANK YOU.
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t02

INSTRUCTIONS:

OEG-3 -051170 -1992

I.C-:

400

People often have different opinions about questions such as the
ones you have just answered. Thinking about all these questions and
YOUR ANSWERS, what is your opinion about them?

(Circle your answer)

1. How strongly do you feel about YOUR ANSWERS?

1 2 3 4 5

Not strongly Not too Somewhat strongly Very

at all strongly strongly Strongly

2. How certain are you that your answers to those questions are right?

1 2- 3 4

Not strongly Not too somewhat strongly Very

ar all strongly strongly strongly
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APPENDIX D

Detailed Results of West Bend Sample

Identification of Variables
Descriptive Statistics
Correlation Matrix
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Variable
Number Name

IDENTIFICATION OF VARIABLES

Definition*

1

2

3

4

5

6

7

8

9

10

SEX
FATHOCL
MOTHOCL
NSIBS
WEALTH
FATHED
MOTHED
PESID
FATHOCT
AFFORD

11 EXPENSE

12 OCMISOR

13 OCTOTSO

14 OCISO

15, 16, 17 EDMISOR (
EDTOTSO (

(IDQ3)
Father's Occupational Level
Mother's Occupational Level
Number of Siblings of Subject (IDQ10)
Perceived Relative Wealth In Community (IDQ11)

Father's Occupational Level (IDQ12)
Mother's Occupational Level (IDQ12)
Residence - Size of Community (IDQ13)
Father's Occupational Type (IDQ14)
Estimate of Parental Ability to Afford College

for Subject (IDQ15)
Perceived Amount Self or Family Can Contribute

to College Expenses (IDQ16)
Occupational SOB - Total Influence (Sum of Rankings

of
Occupational SOB - Total Number of Significant

Others
Occupational SOB - Level of Involvement with

Average Significant Others (Average Ranking/

Maximum Ranking)

Educational SOB - Same as 12, 13, 14

EDISO (

18 NISORT Educational and Occupational SOBs--Total Influence

19 TOTSOT Educational and Occupational SOBs--Total Number of

Significant Others

20 ISOT Educational and Occupational SOBs--Level of
Involvement with Average Significant Other

21 LSMISOR Life Style SOB--same as 12

22 LSTOTSO Life Style SOB--same as 13

23 LSISO Life Style SOB--same as 14

24 SMTOTSO Sociometric Instrument--Total Number of Significant

Others

25 NPAT (Negatively Scored) Personality Attainment Test

26 NATO (Negatively Scored) Attitude Toward Others Scale

27 SDS Schultz Dogmatism Scale

28 LEADACT Sewell Leadership Form--Number of Extracurricular
Activities Subject is Active In

29 LEADER Sewell Leadership Form--Perceived Relative Degree

of Leadership in High School

30 IQ Subject's IQ (from High School Records)

31 GPA Subject's High School Grade Point Average (From

High School Data)

* ID = Identification Form
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Variable
Number Name

Identification of Variables, continued

Definition

32

33

OAS
OCAQ1

Occupational Aspiration Scale Score
Occupational Choice Form - Ql

34 OCAQ2 - Q2

35 OCAQ3 - ,Q3

36 QCAQ4 - Q4

37 OCAT Total Score, Occupational Choice Form

38 EDULEV Educational Aspiration Level

39 EDAQI Educational Choice Form - Ql

40 EDAQ2 - Q2

41 EDAQ3 - Q3

42 EDQ4 - Q4

43 EDAT Total Score, Educational Choice Form

44 STRONG How Strongly Subject Feels About Answers to Forms

45 CERT How Certain Subject Feels About Answers to Forms

46 GENEXP General Aspiration Level of Subject (Educational

and Occupational)

For Variables 47-71, "M"
Significant Other

47 MOAS

Designates the Mean Score of all Appropriate

Forms of the Particular Subject

See Variable 32

48 MOCAQ1 If II 33

49 MOLAQ2 If II 34

50 MOCAQ3 If " 35

51 MOCAQ4 It " 36

52 MOCAT ft ft 37

53 MOCBQ1 Occupational Choice (General) Form - Ql

54 MOCBQ2 - Q2

55 MOCBQ3 Q3

56 MOCBQ4 - Q4

57 MOCBT Total Score, Occupational Choice (General) Form

58 MEDULEV See Variable 38

59 MEDAQ1 It It 39

60 MEDAQ2 n It 40

61 MEDAQ3 " II 41

62 MEDAQ4 It 11 42

63 NEDAT 1, 11 43

64 MEDBQ1 Educational Choice (General) Form - Ql

65 MEDBQ2 - Q2

66 MEDBQ2 Q3

67 MEDBQ3 - Q4

68 MEDBQ4 Total Score, Educational Choice (General) Form

69 MSTRONG See Variable 44

70 MCERT it II 45

71 MGENEXP (Mean General Expectation Level (See Variable 46)
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UNIVERSITY or WISCONSIN COMPUTING CENTER PROGRAM DSTATI
----VALIDITT-BANPa -71-MIMES DR 5 -CIRDS-PER-SUBJECTAWII9

DESCRIPTIVE STATISTICS PAcRAUP
(COMPUTED WITH MISSING DATA)

RUN V1

VARIABLES
STANDARD

VARIANCES
COEFFICIENTS
OP VARIATION COUNTIMEANS DEVIATIONS

5EX
2 FATMOCL

',4679E 00
6,2927E 01

5.01270.0i
1.19041 81

2,5127E01
1,41722 02
3,7897E 02
2,5095E 00

34.13
18.92
K,34
50.05
20,70
62,11

109
--3-11-0TOCL

4 NS!BS
-79-9339-1-9i-
3,16311 00

1,94671 01
1,58411 00 109

109
S WEAL'S
6 PANED

2,74312 00
2,55051 00

1.6771.181
1,58401 00

3,22291601
2,50902 00

7 mOTmul 2,64597E 00 1.3337E Or 1,7780E 00 49,96
8 Imo 3,77061 00 1,61381 00 2,60431 00 42.80 109

6,8257E 00 1,7472E 10 3105272 00 36,21
10 AFFORD 2,0935E 00 6.32031.01 4,25152.01 31.15 107

11 EXPENSE 3,1028E 00 1.20401 00 1,4516F 00 38,83 107
12 OCMIROR 1.4505E 01 7.78841 00 6,06601 01 53,70 109
13 OCTOTSo 00.460E 00 4,99971 00 20997E 01 61,37 109
14 OCISO 4,91671801 1.3194141 1,73021.02 29.12 109
15 EDMISOR 1,9339E 01 7,47741 00 5,5911g-01 41.79 109
16 EDTOTS0 9,85322 00 4.69991 00 2,2089E 01 47,70 109
17 IDISO 3,88831.01 9.21361.02 6,48911.03 23,71--- 109
18 MIMI, 2,96441 01 1.40761 01 1,98131 02 47.17 109
19 TOTSOT 1800001 af- 8.8024E 00 7,74811 01 48.90 109
20 1807 2.20291801 8.46031.02 7,19771.03 38.41 109

LSMISOR 1,59631 01 7.631SE 00 5,8239E 01 47,81 109
'4 LSTOTS0 9,7798E 00 4,67731 00 2,1877E 01 47,8 109

LSISO 3,9598E801 1.28461.01 1,65022.02 -11cw- 108
20 SMTOTS0 9,94502 00 2.78501 00 7,7562E 00 4649 109
95 NPAT 1,14233 02 8.60811 81 7,4100E 03 75,36
26 NATO 7,62291 01 3,7563E 01 1,4110E 03 49,28 109
27 SDS 5,44042 00 1,6126E 00 2,6006E 00 119
28 LEADACT 2,92292 00 1,93701 00 3,75181 00 76,77 109
?9 LEADER 198624E 00 7.0010E01 4,90151.01 -MSc
30 to 1910191 02 1,04370 01 1,08921 02 9,47 105
3/ oP1 2,046711 00 7.'255E01 11105603f2002 -31:77 -113
32 OAS 4.0394E 01 1,10830 01 1,2283E 02 27,44 109
33 OCA01 4,1740E 00 9.41281.01-- 8,8600E11- 72755 1019-

34 OCA02 4,30282 00 9,07831.01 8,24161.01 21.10 109

117 0C403 4,2752E 00 9,51331.01 9,05031.01 22.25 119
36 OCA04 4,2936E 00 9.05770.01 8,20422..01 21.10 109

13.33 109--37-----ucAT 4731011-31 2.672IE FF 8,8707f-10
38 EDULEV 7,94131 00 1,62460 00 2,6395! 00 21,54 109



UNIVERSITY Of WISCONSIN COMPUTING CENTER PROGRAM OSTAT1 RUN VI 06/24/68
VALIDITY TA-MPLIF .71-VAR1A-ELFS-014-5--CARDS-94/1-STRIJETTA109

111116,11.

1--VARIABLES MEANS

Firir ant -4/21:-E-00-
1 40 PDA02 4,16514 00
rli----#D143- Wai77-8 -Mr--
42 POW 3/9410E 00
.1-3---- Eta 1,6091E 01
446 STRONG 3862391 00
49 immir Te96-0-6-1-90--

146 OENEXP 3/97804 00
47 ROWE 4/14/21-01
-48 MOCA01 4,13394 00
49 MOU4QZ 4,11,9E 110
90 MOCA03 4,23704 00

92 0004041

62 MOCAT
'113 MOC801
R4 MOCRQ2
Sf MOC8O3

1,46 MOCPO4
57 MOUT
148 MEDWAY
49 MODA01

MPDA02
61 MOD403
62 1462626
69 M8PAT
64 1480901
64 NeD9O2
66 MIDE03
67 MEOW
66 MEDD?
69 NSTRONG
70 MCERT
71 MOENEXP

3,9v16E 00
1,69941 01

4,, 013,011-11-0-

4/32741 00
4,3975E 00
4/07374 00
1,68781 01
7,76784 00
4,21744 00
4,0023E 00
4,02511 00
0,50914 00
1,99346 01
4,90320 00
4,02261 00
4,16101 00
3 47914 00

3,

3.67240 00
3/67028 00

MYER OF OBSERVATIONS Is 169

COFFFICIIINTS

OF VARIATION

-17.6,-
18.91

DESCRIPTIVE sTATTSYM PAERWW
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APPENDIX E

Code Book

Watertown
Coding Key

West Bend
Coding Key 100
Coding Key inn
Coding Key 200, 2nn, inn, 4nn, Snn

Card Coding



Department of Rural Sociology
University of Wisconsin
Madison, Wisconsin

CODING, KEY - WATERTOWN
RELIABILITY SAMPLE

1. The packet contains 3 forms:

1. Subject Identification Form
2. Occupation Test Form A-Long or B-Short
3. Education Test Form A-Long or B-Short

2. Each subject took a retest.

MISOR Score:

Total of MISOR score for all significant others- -
For individual S.O.'s give one score for each page
on which name appears--not the number of times

3. Missing data to be left blank.

268



COL. FORM QUESTION

1-2 Sample Identification
01 - sample one
02 - sample two (Watertown)

T September 28, 1967
T2 30, 1967

03 - sample three
nn - sample nn

3-5 Subject Identification
001 - subject 1
002 - subject 2
nnn - subject nnn

6-7 Card Identification
00 - subject
01 - S.O. number 1
02 - S.O. number 2
nn - S.O. number nn

Last three digits of
identification number
found on cover of test form

Number assigned to S.O.

8-9 Type and Order of Questionnaire Identification
Found on Subject card; first digit of the identification number

01 - series one
02 - series two
03 - series three
04 - series four

8-9 Relationship of S.O. to Subject
Found on S.O. card
01 - father
02 mother
03 - brother
04 - sister
05 - other relative
06 - friend same sex (peer)
07 - friend opposite sex (peer)
08 - teacher, guidance counsellor
09 - adult friend or acquaintance

10 Misor Occupational Form A - -Short Form (Test 1)

11 Misor Educational Form A--Short Form (Test 1)

12 Sum of Educational A and Occupational A Misor Scores (Test 1)

13 Misor Occupational Form B--Long Form (Test 1)

14 Misor Educational Form B--Long Form (Test 1)

15 Sum of Educational B and Occupational B Misor Scores (Test 1)

16 Misor Occupational Form A--Short Form (Test 2)

17 Misor Educational Form A--Short Form (Test 2)

18 Sum Misor Occupational A and Educational A (Test 2)
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COL.

19 Misor Occupational Form B - -Long Form (Test 2)

20 Misor Educational Form B - -Long Form (Test 2)

21 Sum Misor Occupational B and Educational B (Test 2)

22 Sex of Subject
1 - male
2 - female

23-24 Age of Subject
nn - nn years old

25 Year in School
1 - junior
2 - senior

26 Father's Employment Status
1 - employed
2 - unemployed
3 - retired
4 - deceased

27-28 Father's Occupational Level
This number is determined by the Duncan Occupational SES Scores
(National Opinion Research Center--Duncan RevisiOn
of North-Hatt Occupational Prestige Scale)

98 - student

29 Mother's Employment Status
1 - employed
2 - unemployed
3 - retired
4 - deceased
5 - housewife

30-31 Mother's Occupational Level
This number is determined by the Duncan Occupational SES Scores

98 - student
97 - housewife

32 Number of siblings for the subject
1 - one
2 - two
3 - three
4 - four
5 - five
6 - six or more
0 - 0, no siblings
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COL.

33 Relative SES in Community
1 - considerably above average
2 - somewhat above average
3 - average
4 - somewhat below average
5 - considerably below average

34 Father's Educational Level
1 - less than 8 grades
2 - 8 grades
3 - 9-11 grades
4 - 12 grades
5 - some college
6 - college degree
7 - an advanced degree

35 Mother's Educational Level
(Use same key as in 34)

36 Residence of Subject

1 - farm
2 - rural non-farm
3 - village less than 2,500
4 - town 2,500-10,000
5 - city over 10,000

37 Type of Father's Occupation
1 - office work
2 - professional
3 - executive
4 - factory worker
5 - salesman
6 - owns, rents, manages small business
7 - other
8 - owns, rents, manages farm

38 Ability of Parents to Send Student through College
1 - can easily afford it
2 - afford it with sacrifice
3 - cannot afford it
4 - student works to help family

39 Estimate of Parental Contribution to College Education Expenses

1 - none
2 - less than $500
3 - $500-$1,000
4 - $1,000-$1,500
5 - Total expenses

80 Card Tag--Administration Number
1 - First Administration
2 - Second Administration (retest)



Department of Rural Sociology
University of Wisconsin

Madison, Wisconsin

CODING KEY - VALIDITY SAMPLE
SUBJECT IDENTIFICATION

WEST BEND

The student packet contains 9 forms:

Missing Data is coded as 9

Coding Key 100

1. Subject Identification
2, Occupational Form A
3, Educational Form A
4, Life Style Indicator
5, Sociometric Instrument
6, Negative Personality Adjustment Test
7, Negative Attitude Toward Others

8, Schultz Dogmatism Test'
9, Sewell Leadership Test

19Q, and Grade Point Average (from list of students)
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Col.
FORM QUESTION

1-2 Sample Identification
01 - Eau Claire, sample one
02 - Watertown, sample two
03 - West Bend, sample three

nn - sample nn

3-5 Subject Identification
(Last three digits of identification
number found on cover of test form)

001 - subject one
002 - subject two
003 - subject three
nnn - subject nnn

6-8 Card Identification
100 - subject identification card (Forms 100, 200,

500, 600)

lnn - significant other identification card nn

200 - subject expectation card (Forms 300, 400)

2nn - significant other expectation card nn

(all and definer)
3nn - reliability retest, significant other

expectation card nn (all and definer)

4nn - significant other model expectation card nn

5nn - significant other model expectation card nn

reliability retest

9 Sex SIF Q3

1 - male
2 - female

10-11 at SIF Q4

01 - one year old
02 - two years old
nn - years old

12-13 Year in school SIF Q5

09 - freshman
10 - sophomore
11 - junior
12 - senior

14-15 Father's Occupational Level SIF Q8

(From occupational information of
questionnaire, see Duncan Occupational SES Scores
Appendix VII, column 2)

16-17 Mother's Occupational Level SIF. Q9

(Same as above.
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Col. FORM QUESTION

18 Number of siblings SIF Q10

0 - none
1 - one
2 - two
3 - three
4 - four
5 - five
6 - six
7 - seven
n n

19 Subjective Relative Wealth SIF Q11

1 - considerably above average
2 - somewhat above average
3 - average
4 - somewhat below average
5 - considerably below average

20 Father's Educational Level SIF Q12

0 - less than 8 grades
1 - 8 grades
2 - 9-11 grades
3 - 12 grades
4 - some college
5 - college degree
6 - advanced degree

21 Mother's Educational Level SIF Q12

(Same as column 20)

22 Residence SIF Q13

1 - farm
2 - rural non-farm
3 - village less than 2,500
4 - town 2,500-10,000
5 - city over 10,000

23 Type of Father's Occupation SIF Q14

1 - office work
2 - professional
3 - executive
4 - factory worker
5 - salesman
6 is owns, rents, manages small business

7-other
8 - owns, rents, manages farm

24 Subjective ability of parents to send
subject tnrougn nigher eaucation SIF Q15

1 - can easily afford it
2 - Afford it with sacrifice
3 - cannot afford it
4 - student works to help family
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Col. FORM QUESTION

25 Subjective estimate of parental
contribution to higher education Sir Q16

1 - none
2 - less than $500
3 - $50041,000
4 - $1,000 - $1,500
5 - total expenses

26 Blank

27-28 Total MISOR- -Occu ational Form A SOB
(Total of MISOR scores for all significant OCCUP A
.others ---for individual S.O.Is give one

score for each page on which name appears,
not for the number of times on each page)

29-30 TOTSO-- Occupational Form A SOB OCCUP A
The total number of Significant Others
listed in the form

31-33 ISO--Occupational Form A SOB OCCUP A
Index of Significant Others

Column 27-28
4 x columns 29-30

Carry out 4 places and round off
the last number (5 or more add 1)

34-35 Total MISOR--Educational Form A SOB ED A
(Total of HISOR scores for all Significant
Others--for individual S.O.ts give one
score for each page on which name appears,
not for the number of times on each page)

36-37 TOTS0--Educational Form A SOB ED A
The total number of Significant Others
listed in the form

38-40 ISO--Educational Form A SOB ED A
Index of Significant Others

Columns 34-35
4 x columns 36-37

Carry out 4 places and round off
the last number (40" or more add 1)

41-13 MISOR--Grand" total of misor scores for SOB OCCUP A'
Occupational Forms A and Educational SOB ED A
Form A
Sum columns 27-28 plus 34-35.
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Col.

44-45 TOTSO - -Grand Total

Sum of columns 29-30 plus 36-37

46-48 ISO- -Total

Columns 41-43
8 x columns 44-45

Carry out 4 places and round off
the last number (5 oromore add 1)

49-51 MISOR--Life Style Indicator (TOTAL)
(Total of MISOR scores for all Significant
Others--for individual 0.0.1s give one
score for each page on which name appears,
not for the number of times on each page)

52-53 TOTSO --Life Style Indicator
Total number of Significant Others
listed on the form

FORM QUESTION.

SOB OCCUP A
SOB ED A

LSI

LSI

54-56 ISO--Life Style Indicator LSI

Columns 49-51
4 x columns 52-53

Carry out 4 places and round off
the last number (5 or more add 1)

57-54 TOTS0--Sociometric Instrument
Total number of Significant Others
which appear on form, not the number of times

SOCIO INSTR

.59-61 Negative Personality Adjustment Test (31 questions)PAT
1. Reverse Scoring Questions: 1,2,4,6,10,12,14

18,19,20,24
Reverse Scoring
1 - 5
2 .4
3 - 3
4 - 2
5 - 1

2. Add Score

62-64 Negative Attitude Toward Others (28 questions) ATO
1. Reverse questions: 1,2,12,13,15,17,19,23

(Same as above)
2. Add Score

65-66 Schultz Dogmatism Score SDS
Number of "agree" checked
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Col.

67-68 Sewell Leadership Test
Number of Activities checked

69 Sewell Leadership Test
3 - greater
2 - about than average
1 - less

70-72 Subject's I.Q.
(From West Bend High School List)

73-76 Subject's GPA
(From West Bend High School List)

77-79 Blank

80 Card Tag

If columns 6-8 are tag
100 1

lnn 2

200 3

2nn 4

3nn 6

4nn 8

5nn 0
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SLT Q2
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Department of Rural Sociology
University of Wisconsin
Madison, Wisconsin

CODING KEY - VALIDITY SAMPLE
(WEST BEND)

SIGNIFICANT OTHER IDENTIFICATION

CARD
lnn

1. S.C.'s name goes on the top of the coding sheet.

2. Label the coding sheet on the left margin

inn
2nn
3nft

4nn
5nn

Coding Key inn

3. All S.O. expectation are to be coded on the S.O. identification sheet Inn.
If the sheet is not divided into blocks of 5, after every 6th line, draw
a heavy line.

4. Any missing information is to be coded as 9::

COL.

1-2 Sample Identification
01 - Eau Claire
02 - Watertown, T1
03 - West Bend
nn - Sample nn

3-5 Subject Identification
The last tnree aigits of the identification number are
found on the cover of the test form:

001 - Subject 1
002 - Subject 2

6-8 Card Identification

100 - Subject identification card (Forms 100, 200, 500, 600)
Inn - Significant other identification card nn
200 - Subject expectation card (Forms 300, 400)
2nn - Significant other expectation card an (all and definer)
inn - Reliability retest, significant other--expectation

card nn (general and definer)
4nn - Significant other- -model expectation card an
5nn - Significant other--model expectation card nn--

Reliability retest
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COL. FORM QUESTION

9 Sex S.O. IF Q3

1 - Male
2 - Female

10-11 S.O. IF Q4

12-13 Year in School S.O. IF Q9

09 - Freshman
10 - Sophomore
11 - Junior
12 - Senior

14-15 S.O.'s Occupational Level S.O. IF Q6

NORC SCALE: Duncan Revision of North-Hatt
Occupational Prestige Scale
(For students with a part-time job,
code as 98. For housewife with a
part-time job, code as 97)

16-18 Blank

19 Subjective Relative Wealth S.O. IF Q7

1 - Considerably above average
2 - Somewhat above average
3 - Average
4 - Somewhat below average
5 - Considerably below average

20 S.O.'s Educational Level S.O. IF Q8

0 - Less than 8 grades
1 - 8 grades
2 - 9-11 grades
3 - 12 grades
4 - some college
5 - college degree
6 - an advanced degree

21 Blank

22 Residence S.O. IF Q11

1 - farm
2 - rural non-farm
3 - village less than 2,500
4 - town 2,500 - 10,000
5 - city over 10,000

23 Type of Occupation S.O. IF Q12

1 - Office work
2 - Professional
3 - Executive
4 - Factory worker
5 - Salesman
6 - Owns, rents, manages small business

7 - Other (student, deceased, retired)
8 - Owns, rents, manages farm
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COL.

Relationship of Other to Subject

FORM QUESTION

24-25

01 - Father
02 - Mother
03 - Brother
04 - Sister
05 - Other relative
06 - Friend, same sex (peer)
07 - Friend, opposite sex (peer)
08 - Teacher, guidance counselor
09 - Adult friend or acquaintance
10 - Friend, unsepecified

26-29 Blank

30 Definer for Self--Occupation SOB OCCUP A Page 3
0 - not listed on page
1 - listed on page once or more than once

31 Definer for Object--Occupation SOB OCCUP A Page 1
0 - not listed on page
1 - listed on page once or more than once

32 Model for Self--Occupation SOB OCCUP A Page 4
0 - not listed on page
1 - listed on page once or more than once

33 Model for Object - -Occupation SOB OCCUP A Page 2
0 - not listed on page
1 - listed on page once or more than once

34 Total - -Occupation SOB OCCUP A
Total of columns 30-33

35 Definer for Self--Education SOB ED A Page 3
0 - not listed on page

1 - listed on page once or more than once

36 Definer for Object--Education SOB ED A Page 1
0 - not listed on page
1 - listed on page once or more than once

37 Model for Self--Education SOB ED A Page 4
0 - not listed on page
1 - listed on page once or more than once

38 Model for Object-- Education SOB ED A Page 2
0 - not listed on page
1 - listed on page once or more than once

39 Total -- Education SOB ED A
Total of columns 35-38
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cot.

40 Total--Occupation and Education
Total of columns 34 and 39

41 Sociometric Instrument
O - not listed on page
1 - listed on page once or twice

42 Definer for Self--Life Style Indicator
0 - not listed on page
1 - listed on page once or more than once

43 Definer for Object--Life Style Indicator
O - not listed on page
1 - listed on page once or more than once

44 Model for Self--Life Style Indicator
O - not listed on page
1 - listed on page once or more than once

45 Model for Object--Life Style Indicator
O - not listed on page
1 - listed on page once or more than once

46 Total--Life Style Indicator
Total of columns 42-45

47 Total of Definer for Self, Definer for Object- -

Occupation and Total of Definer for Self, Definer

for Object--Education.
Total of columns 30 t 31 + 35 + 36

48 Total of Model for Self, Model for Object- -
Occupation and Total of Model for Self,

Model for Object--Education
Total of columns 32 + 33 + 37 + 38

80 Card Tag
If columns 6-8 are

100
lnn 2

200 3

2nn 4

inn 6

4nn 8

5nn 0
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SOB OCCUP A
SOB ED A

SOCIO INSTR

LSI QIII

LSI QI

LSI QIV.

LSI QII

LSI



Department of Rural Sociology Coding Key 200

University of Wisconsin 2nn

Madison, Wisconsin inn

4nn
5nn

CODING KEY - VALIDITY SAMPLE
(WEST BEND)

CARD
200

2nn
3nn
4nn
5nn

Tnis key is to De used for both model and definer forms for cards 200, 2nn, and 4nn

(later for 3nn and 5nn on tne retest). Responses will vary but the major change is

card identification.

200 - Subject expectation
2nn - S.O. expectation - general and definer forms

3nn - Reliability retest for general and definer forms

4nn - S.O. expectation - model forms
5nn - S.O. retest expectation - model forms

The retest has a green stripe on the

envelope.

1. All S.O. expectation are to be coded on the S.O. identification sheet lnn.

If the sheet is not divided into blocks of 5, after every 6th line, draw

a heavy line.

2. Separate packet into model and definer form piles (general forms "B" and

400 are coded with definer).

ORDER OF FORMS

General and Definer Forms Model Forms

t

331 (Male or Female)

Occupational 332A ODS

332B ODO; OMO

ir

341 EED
Educational 342A EDS

3428 EDO; EMO

400

3. First code definer and general forms in 2nn.

Then code model in 4nn.

Occupational 1331 OEM

332A OMS

f

Educational 341 EEM

342A EMS



4. Label coding sheet on the left margin:

inn (Coding Key lnn)
2nn

3nn
4nn
5nn

S.O.Is name goes on the top of the coding sheet.

5. ANY MISSING INFORMATION IS TO BE CODED AS 9!

COL.

1-2 Sample Identification
01 - Eau Claire
02 - Watertown
03 - West Bend
nn - Sample nn

3-5 Subject Identification
Last three digits on the subject (student) envelope

*Spaces 1-5 can be copied directly from S.O. identification sheet lnn and

put in 2nn and 4nn.

6-8 Card Identification
100 - Subject identification except leadership and I.Q.,

and grade point average
Inn - S.O. identification complete except NORC scale:

*The last 2 digits
of these numers
will remain the same.
The first digit 200
will change 2nn
from one card
to another. For

example: 101
becomes 201
on card 2nn and
401 on card
4nn

S.O. 1
* 102 - S.O. 2

103 - S.O. 3

- Subject expectation
- S.O. expectation--definer and general forms:

[201 - S.O. 1
202 - S.O. 2
203 - S.O. 3

3nn - Reliability definer retest
4nn - S.O. model expectation:

irL

401 - S.O. 1
* 402 - S.O. 2

403 - S.O. 3

Sun - S.O. model reliability retest
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COL. FORM QUESTION

9-29 Blank

30

OCCUPATION

Occupational Level 331 Ql
Scoring:
1 - 7
2 - 4
3 - 8
4 - 2
5 - 9
6 - 0

7 - 6
8 - 3
9 - 5

10 - 1

31-37 Use the same ranking as above in.30

38-39 Total Occupational Level (OAS)
Sum of columns 30-37 (excluding missing information--9)

Q2-8

40 Occupational Choice A Set 332A Ql
1 - Not important at all
2 - Not too important
3 - Somewhat important
4 - Fairly important
5 - Very important

41-43 Use the same rating as above in 40

44-45 Total Occupational Choice
Sum of columns 40-43

Q2-4

46 Occupational Choice B Set- -General 332B Qi
1 - Not important at all
2 - Not too important
3 - Somewhat important
4 - Fairly important
5 - Very important

47-49 Use the same rating as above in 46

50-51 Total Occupational Choice--General
Sum of columns 4b -49
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COL.

52

EDUCATION

Educational Level - Ideal
1 - Quit school
2 - Finish high school
3 - Go to trade, business school, etc.
4 - Go to college
5 - Get an advanced degree

FORM QUESTION

341 Ql

53 Educational Level - Real Q2

Same as wove

54-55 Combined Educational Level
Sum of columns 52-53

56 Educational Choice--Set A 342A Ql

1 - Not important at all
2 - Not too important
3 - Somewhat important
4 - Fairly important
5 - Very important

57-59 Use the same ranking as above in 56 Q2-4

60-61 Total Educational Choice
Sum of columns 56-59

62 Educational Choice--Set B 342B Ql

1 - Not too important at all
2 - Not too important
3 - Somewhat important
4 - Fairly important
5 - Very important

63-65 Use the same ranking as above in 62 Q2-4

66-67 Total Educational Choice--B
Sum of columns 62-65

68 Intensity and Reliability 400 Ql

1 - Not strongly at all
2 - Not too strongly
3 - Somewhat
4 - Strongly
5 - Very

69 Use the same ranking as above in 68 Q2

285



COL.
FORM QUESTION

70 General Expectation Level

If columns 38-39 are equal to:

2

If columns
3

54-55 are
4

equal to:
5

6

7

8

9

10

99

<35 36-44 45> 99

F
.

1 2 3 1

2 3 4 3

I

3 4 5 5

1 3 5 9

Check columns 38-39: If 35 or less then use first vertical column.
If 36-44 then use second column.
If 45 or more then use third column.

Check columns 54-55: If 2, 3, 4 - -use first horizontal column.

If 5, 6, 7 - -use second horizontal column.
If 8, 9, 10 - -use third horizontal column.

71-79 Blank

80 Card Tag
If columns 6-8 are:
100 - 1
Ian - 2
200 - 3
2nn - 4
3nn - 6
4nn - 8
5nn -

PQR 4rin arid ,5nn ONLY:

Columns 46-51 Blank

Columns 62 -6 Blank
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CARD CODING (WEST BEND)

Data for the West Bend sample were coded on seven cards accord-
ing to Coding Keys 100; inn-, and 200, 2nn, 3nn, 4nn, 5nn. Coding Keys

100 and 200 apply to the subject (student), while the remainder are for
the significant others. Coding,Key inn identifies the significant
others, 2nn 4nn are for their expectations, and 3nn - 5nn are for
a retest subsample of significant others' expectations. The mean

scores were calculated on each variable of all the significant others

for a particular subject (student) from cards 2nn and 4nn. These

were punched into cards Ml, M2, and M3 and were utilized in the

analysis data with work decks of cards 1 and 3, containing selected
variables for the subjects (students) from the original subject cards
(coded with Coding Keys 100 and 200). The codes for these cards are
included in this section of Appendix E by card key in the following
format:

Card Column Variable No.* Variable Name*

1

3

M1
M2
M3

*These are the same as the variable numbers and names in the Identification
of Variables, Appendix D, where a description of each variable is

also provided.



COLUMN NAME

1-8 x x

9 1 SEX

10-13 x x

14-15 2 FATHOCL

16-17 3 MOTHOCL

18 4 NSIBS

19 5 WEALTH

20 6 FATHED

21 7 MOTHED

22 8 RESID

23 9 FATHOCT

24 10 AFFORD

25 11 EXPENSE

26 x x

27-28 12 OCMISOR

29-30 13 OCTOTSO

31-33 14 OCISO (.xxx)

34-35 15 EDMISOR

36-37 16 EDTOTSO

38-40 17 EDISO ( .xxx)

41-43 18 MISORT

44-45 19 TOTSOT
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CARD COLUMN t NAME

1 46-48 20 ISOT ( .xxx )

49-51 21 LSMISOR

52-53 22 LSTOTSO

54-56 23 LS ISO ( .xxx )

57-58 24 SMTOTSO

59-61 25 NPAT

62-64 26 NATO

65-66 27 SDS

67-68 28 LEADACT

69 29 LEADER

70-72 30 IQ

73-76 31 GPA

77-80 x x

3 1-37 x x

38-39 32 OAS

40 33 OCAQ1

41 34 OCAQ2

42 35 OCAQ 3

43 36 OCAQ4

44-45 37 OCAT

46-53 x x

54-55 38 EDULEV
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CARD COLUMN i NAME

3 56 39 EDAQ1

57 40 EDAQ2

58 41 EDAQ 3

59 42 EDAQ4

60-61 43 EDAT

62-67 x x

68 44 STRONG

69 45 CERT

70 46 GENEXP

71-80 x x

M1 1-51 x

52-57 47 (f 6.4) MOAS

58 x x

59-63 48 MOCAQ1

64 x x

65-69 49 MOCAQ2

70 x x

71-75 50 MOC.AQ 3

76-80 x
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CARD COLUMN t NAME

M2 1-4 x x

5-9 51 MOCAQ4

10-15 52 (f 6.4) MOCAT

16 x x

17-21 53 MOCBQ1

22 x x

23-27 54 MOCBQ 2

28 x x

29-33 55 FOCBQ 3

34 x x

35-39 56 MOCBQ4

40-45 57 (f 6.4) MOCBT

46-58 x x

59-63 58 MEDULEV

64 x x

65-69 59 MEDAQ 1

70 x x

71-75 60 MEDAQ 2

76-80 x x

M3 1-4 x x

5-9 61 MEDAQ 3

10 x x

11-15 62 MEDAQ4
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CARD COLUMN it. NAME

M3 16-21 63 (f 6.4) MEDAT

22 x x

23-27 64 MEDBQ 1

28 x x

29-33 65 MEDBQ 2

34 x x

35-39 66 MEDBQ 3

40 x x

41-45 67 MEDBQ4

46-51 68 (f 6.4) MEDBT

52 x x

53-57 69 MSTRONG

58 x x

59-63 70 MCERT

64 x x

65-69 71 MGENEXP

70-80 x x



APPENDIX

Transcripts of Detailed Interviews
Interviews with Two Young

People and One of the Significant Others of Each

1. Justine E
2. Justine E

3. Ann B
4. Ann B

Is Mother

's friend Rosemary S



1. Justine E : High School Senior, Janesville, Wisconsin; 17 years
old.

Q: Justine, how do you spell your last name? Justine, is that how you
spell it?

A: Yes, J-u-s-t-i-n-e, and my last name E
Q: Where do you live?
A: I live at Rural Route ; mailing address is Janesville, Wisconsin.
Q: Do you live on a farm or do you live on a . .

A: Well, we live on a , we have about seven acres. We have horses,
dogs, and ducks and we have quite a few animals which is very en-
joyable, but, I guess they classify us as a farm but we don't carry
out any farming at all.

Q: I see. What does your dad do?
A: He's a salesman for Color Arts of Racine, Wisconsin.
Q: What does Color Arts make?
A: Well, actually they work indirectly through 3M Company. They make

silk screen processing and they use 3M products.
Q: I can see right now we are going to be in big trouble because one of

my real good friends lives two doors away from me at home and he
works for he's a salesman for ah . . what's the name of it
now, some other tape company. A big competitor of 3M. He sits down
after he comes home from work and he says, jeepers, creepers, I could
be out selling 3M stuff and here I am. Golly, I can't remember the
name of that.

A: Gosh, I wouldn't know.
Q: So your father and he are probably competitors.
A: Most likely. Sounds that way.
Q: Justine, what kinds of jobs have you thought that you might like to

take when you .?

A: After I an out of college?
Q: Yes.
A: I am especially interested in horsemanship. In fact, I have gone

along this line for six years. And, right now I am under a German
trainer who has trained the white horses of Vienna. You have heard
of those?

Q: Oh, yes, as a matter of fact I saw a movie about them.
A: Did you? Yes, well, I am now under his teaching and working with

my own horses. And I have a horse now that is working out very
nicely. But, I plan on completing my four years of college and
mainly because I want something to have this education. Because
I believe a person should further their education as far as they
are able to and actually when I get out of school I would like to
teach horsemanship. As it is, I cannot actually afford to go to a
college where they do have horsemanship, and usually it is a college
in the East which is just a kind of finishing school. I want to be
able to teach horsemanship and I feel that college will help me out
all the way in my life and if I ever have to lean back on something,
a teaching career such as English, which is my favorite subject,
would be very handy.

Q: Why do you like to be around horses or teach horsemanship?
A: Well, I find a great understanding between horses. I mean they are

real true to you--they are not false. There are people in this
world that are quite false. Horses just aren't. You find a great
relationship between them.
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Q: How come you don't want to be a dog trainer?

A: I don't know. I just picked horses. I have always liked horses.

When you ride them there is a great feeling when you have a horse

that is really working well under you.
Q: Sportscar driver?

A: No.

Q: Grand Prix racer?

A: No.

Q: What do you do when you train horses? I'm from New York myself.

You have got me completely confused about them.

A: Gosh, right now I work about an hour and a half a day at a slow

trot, sitting and making circles and changing my gait from a walk

to a trot and this teaches them to keep its head down because I use

side reins which are Martingale type of thing which pulls the horse's

head back and keeps it firm in the place where it should be. Actually,

the training I am going through is dressage. You teach the horse its

natural way of going. There is nothing false or fake about it. You

just naturally teach the horse in its way of going. Actually, you

are in practice to have a horse that makes side steps as you probably

saw in the movie and work gracefully in everything and to be all under

control.

Q: Are those the horses by the way, I think I remember that much, that

during the war the director had to save them.

A: Oh yes, Pedesky or something like that? Yeh, it is.

Q: What do you like about doing that sort of stuff? What is it like,

not just what do you like about doing it, but what is it like. What

do you do?
A: Oh gosh, I don't know. You go out and work with something and.when

you get done after an hour and a half you feel that you have accom-

plished something. It really is, because you have a horse that is

entirely different than you and you have to work together to find

an understanding actually between yourself and work together to per-

form what you want.

Q: Do you work with other people there very much?

A: Do you mean with my horses and other people?

Q: Yes, are there other people around when you work?

A: Well, you see I have also taught horsemanship. This summer, I spent

teaching horsemanship. And usually I had young students, but I had

students from Madison and East Troy. There are people who really

want to learn and they have no one to learn from. And so through

my relationships with them and my horses I tried to teach them how

to ride.

Q: Why is it that you want to get associated with the teaching end of

it?

A: Because I like to help other people also further their education

because I know there is a lot of people who would really like to

learn and I myself want to learn the right way and then pass this

on to other people.

Q: Is there a lot of people doing this?

A: Oh, I don't know. Horses are becoming more popular every year, they

state. But as far as teaching and the qualified teachers there just

doesn't seem to be. But, it is hard to. Everyone has their own

theory. It is hard to pick the one that you think is right. When

you do pick that, who's to say that you have picked the right one.

I have had three trainers now. This is my fourth one. And now this

fourth one I have found is really the best one that I have had so far.
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But, I'm still checking with an open mind. There are still other
things . . . things which I may find out myself later on.

Q: How did you get interested in horses?
A: Gosh, I don't know. I think it's something you just have, I guess.

We had a pony when we first started out. My father got it for us.
My brother and I, that is. Then it just gradually grew. I just
liked horses. When it first started out, I didn't consider it as a
life career type of thing, but then I became more interested in it
and it is the only thing that I really like to do except there are
little minor things I like to do.

Q: Well, would you say that anyone had any influence in your choosing
that?

A: No, I don't think so. My parents helped me add everything possible
to further my education and have given me in the horse field every-
thing I've needed to further my education. But, actually they haven't
influenced me to do it at all.

Q: Do they like your doing this?
A: Well, I think my mother is for it because she feels that I should

have this interest and she likes to see me not be like other girls
running around and this type of thing like some of them tend to do
at this time-of their life and she likes to see me 'interested in
something like this. While my father says it's OK that later in
life it will give me a good income and everything if I do stay single.
But, he also feels that there are other jobs that are more important
such as maybe teaching school or something really getting up on edu-
cation.

Q: Have you ever thought of teaching school?
A: Yes, very much. I'm very interested in English, and./ would like to

teach later on maybe if my horsemanship thing somehow doesn't work
out. You're apt to become so that you can't teach horsemanship so
that you can't ride. So something that I can lean back on I would
like to teach.

Q: What do you think it would be like to teach in school?
A: Gosh, I don't know. Seeing this high school here and the way it's

run and the conflicts that arise between oh, such things as the
faculty and the way it's run and the office and the way the teachers
like to have it run. The students themselves. There are so many
students that have no desire to learn or they want to be careless
somehow on their education process. I think probably maybe the
younger students would be easier to teach or else the college. But,
I think that probably the hardest students to teach would be the high
school students.

Q: How did you become to believe these things?
A: I guess through seeing after people and maybe seeing other people's

mistakes in such things as ignoring education and that type of thing.
So, I just formed my own ideas.

Q: Anyone in particular?
A: No. I see the people that are underprivileged that actually come

from a family where their moral standards aren't good. They just
don't stress this education at all. And, it makes me feel that
they should have an opportunity through their teachers to under-
stand the meaning of education.

Q: Did you ever think of anything besides these two things as possible
occupations?

A: Yes, since I have this interest in animals, I thought about being a
veterinarian. But, for a woman's job and my father was not very much
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for this at all so it was just kind of dropped really, and my horses
and teaching and I found this new instructor so that has been my main
interest now.

Q: Who was your first instructor?
A: Well, his name was Jan J and he had a stable in Oconomowoc,

Wisconsin.

Q: How did you happen to run across him?
A: We were just . . . His stables are off of Highway 67 and 30, you

know, where that runs between Madison and Milwaukee, and we just
happened to see the sign up there one day and we went in and asked
him about it. Previously, I had been riding western, but he had
trained English, and my mother thought that there was a right way
of doing this instead of just getting on a horse and going. There

must be a right way. So, we discussed this with him and I just
started taking lessons from him and my interest grew and I just
continued.

Q: Well, let me see if I can get this straight now. Before you went

to him were you interested in becoming professionally involved in
horses.

A: No.

Q: You just rode them because you had them before?
A: Yes. After a pony I had a horse. You just get on a horse and if

you ride and there is no certain way to do it you can't really get

the pleasure out of it, I don't think. I don't know how a person

can now that I understand. I can see how I did before, but now
that you understand how things are carried out, you would like to
further other people's education.

Q: Well, at this time when you decided to go see this first instructor,
why did you decide to go there?

A: Well, I don't know. He was the only one, truthfully, in the area.

Q: Not him in particular. Why did you decide to take training at all?

A: Oh, because I wanted to learn the right way. I, as my mother, felt
that there must be a right way to do this because you just don't

take two different things, such as a horse and a person, and just

throw them together. There has got to be a right way to do it.

Q: I just take a little bit of notes here. Just tell me, for myself,

back to the tape. We have sort of a complex scheme for putting
these answers into categories, and even sometimes I forget how to

work it out.
A: Yes, I imagine it must be a rather difficult job to talk to a lot

of people.
Q: Now, you say then that you decided to go into horsemanship training

because you felt that there must be a right way to do it. And, you

wanted to do it the right way. When did you first get the idea that
there might be a right way to ride that you could be trained?

A: I guess I was about 12 years old when this all started, when I did

start to train under this man. And, as I gradually trained and
worked with the horses, I saw a difference in the horse nd myself
because we worked better together and there was really a way

Q: Before you went to him now?

A: Oh, before?
Q: When did you first think . . by the way, how old were you then?

A: I was twelve then, when I first went to him.

Q: And, how old are you now?
A: I'm seventeen.
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Q: Are you a senior?
A: Yes, I an.
Q: You say your mother thought that there might be a right way to do

it. Would you say that she encouraged you?
A: Yes, she did. She was a professional ballerina, and in her schooling

and her teaching she came across, of course, instructors who were
better'than..others. But, she knew that there was a right way to
do it. I mean there is just a set pattern. And so she encouraged
me. Yes, I would say in the fact to learn how to do it.

Q: What about your dad? What did he think about your training?
A: Truthfully, he just kind of went along with it. I mean, he gave me

the money for my lessons and that was about all. He had no.other
interest.

Q: When did you leave the first instructor?
A: Well, truthfully, he moved up north and I found another man down

here whO is-is his son, Jan J , who taught basically the same
things but he had a little different way. He stressed sane things
more than his fathert.so I started taking lessons under him. It
:didn't make the father very, happy. but . I took under him anyway
'because it was handier.

Q: Then why did you leave the son?
A: Well, because I felt that I got to a point where he couldn't teach

me any more. He wasn't.as advanced as his father, and he was mainly
interested in jumping and I am mainly interested in dressage, so I
left him. Then, I met a man who is also a German and his name is
Mr. S . He's fran Beloit, and I took lessons from him for not
more than a year because he stressed jumping. It seems that all
these people like jumping and they don't want to take the patience
and work to work with dressage.

Q: How did you find out about him?
A: Mr. S ? Gosh, I don't know. Let's see. Fran friends I have.

I think I found out from a -girl friend of mine who is also interested
in jumping. In fact, she went to the state competition at Madison
this year and did very well.

Q: How long have you known her?
A: Oh, gosh, for about seven:years. She is the daughter of the vet-

erinarian.
Q: Where did.you meet her?
A: I gueis my-mother. You see, my mother raises purebred basset hounds.

So, through that we met her.
Q:-'When you met her was she interested in horses?
A: Yes, she was and she is still interested in horses. She is going

to finish her education in Kansas.
Q: Were you interested in horses then?
A: Yes.

Q: How long had you been?
A: Oh, gosh, I don't know. Probably about three years.
Q: Would you say you are anything like this other girl?
A: No, not now. She has changed considerably. She has boys on her

mind constantly. That is all she thinks of. She has forgotten her
horses almost.

Q: Were you then like her? 7

Ai No, she has completely changed. She takes horses now as a hobby,
and if she gets time frilm=all the activities she has to have fran
all her dates, then she -rides about. once a week is about what it
averages out to, not any more. It is just a matter of different
interests and everything. 298



Q: You met her through your mother then?
A: Yes.

Q: Your mother used to raise purebred basset hounds.
A: Purebred bassets, yes.
Q: Would you say that you got your interest in animals through your

mother?
A: Could be. She has always had the dogs and they were the first animals

that I was ever associated with.
Q: Do you like animals in general besides horses?
A: Oh yes, very much so.
Q. Now, what about your education. What do you think education is

like?
A: Well, it is a continuing process and it is a process that there is

no end to. Every day I figure you are not living unless you gain a
little education every day. Because there is so much to learn and
I feel that through books you gain a lot of education. Right now, I
read on the average of two books a week if I can possibly get through
it.

Q: What do you usually read them about?
A: Oh, gosh, right now there are 120 bOoks that are recommended to

enter into college. SO, right now I am on that list right now.
And, there is very different subjects like there is Kipling's
stories about the jungle and there is Pride and Prejudice by Jane
Austin and there is just a different variety of books.

Q: When you think about education, what branches or kinds of it do you
think about?

A: Mainly the teaching and trying to help people so that they are not
ignorant of education and its values, and the need for it in our
country with all its complex problems and everything.

Q: How does education help people?

A: Well, it brings an understanding of other people, I feel. And it
helps them cope with their problems and makes them more of an adult.

Q: What makes you think that?
A: Well, I guess the.way I've seen education work through other people

maybe. People who are not privileged to have parents that stress
education and that type of thing.

Q: Anyone in particular?
A: No, no one in particular, just like there are a few students in

this school who their moral standards are not set because of their
parents' and their standards of education aren't set. I think a

lot of this stems from their parents. ?arents, to begin with, have

formed a person's life. I mean they begin to form a person's life
by stressing the things that are important, and leave the things
alone that are not important for your happiness.

Q: What do your parents think about all this education?

A: Well, my mother is very culturally minded and she is very active
in a lot of things like Janesville's theater. She is active in

that and different things and she feels the same way as I do that
ignorance is what has made this world the way it is. And lack of

education has caused these problems we have. But my father. Well,

he's just busy. I hardly ever get a chance to talk to my father.
He's just busy. He's a businessman and he travels and you just

don't really . . . I don't believe you get to know your father like
you get to know your mother. There just isn't the time.

Q: What do you think he thinks about education?
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A: Well, I believe that he thinks that everyone, of course, should edu-

cate themselves as much as possible. When he was younger, he went

through high school, of course, and then he had two years of college.

For financial reasons he had to quit, and he wishes that he could

have continued on also to further his education. He is also always

reading as much as he can and that type of thing.

Q: Your father reads a lot then?

A: Yes, and he takes a course once in a while at Vocational School; He

takes everything from aircraft engineering to things like history or

something like that.

Q: Does he ever talk to you about education?

A: . Not much.
Q: Does your mother?
A: Yes she does. She is very happy on my views on education and is

really satisfied that I want to go on and she especially stresses

that I should go on to college even though I do have this horseman-

ship thing in mind.

Q: Do you ever talk to anyone else about this?

A: No. I really truthfully don't have any friend except for this girl

that I mentioned who is really a close friend. Somehow I find that

my mother is my best friend. I mean she is my closest friend.

Q: This other girl that you mentioned, is she the one who trained the

horses?
A: Yes.
Q: .You say she fell apart in her old age?

A: I feel that she did, but, that is just my view, now. Many people

would not say that.

Q: What does she do now?

A: Well, right now she is going to high school. But, she has so many

extracurricular activities and dating and that type of thing so her

grades are very poor. But, she wants to go on and she wants to go

to Kansas State. Now what she'll do, I don't know. But, truthfully,

the way it stands right now, I think she'll probably start college,

but I think she'll probably marry when she's young.

Q: You don't:think that is for you though?

A: No.

Q: You haven't thought about getting married?

A: No, I haven't really.
.Q: Well,. what do you think. Do you think you will eventually?

A: Oh yes, eventually. -I.think marriage is a very fine thing fvr later

life. Because I think the trouble now is that the parents, :fley are

too young. They really couldn't get their ideas assembled enough

themselves before they had a child to take care of. They have to

now assemble his ideas and they don't have any ideas of their own.

How old do you think a person should be when they get married?

Gosh, I don't kriow. Maybe 25 or 26 is plenty soon enough and even

older.

Q: How old were your mother and dad when they got married?

A: Gosh, I think my mother was19 and my father was 23 so . . .

Q: What do yOu think about marriage? What do you think it would be

like?
A: Gosh,.I don't know. wel4 of course it would depend entirely on

who you married, as to. your social activities and that type of

thing. But, I think it is a very grand thing to have children and

bring them into thismorId, you know, and teach them education and
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to further the world so that in some way a little later in life they

can add a little bit to this world also.
Q: Why do you think it would be a good idea to have children and to teach

them and educate them?
A: Gosh.

Q: Who do you know that thinks that?
A: Nobody. My mother does, of course. She believes that her . she

was a professional ballerina and she got married and had both my

brother and I so now she feels that her main goal in life is to set
herself in life and add to the world through us what she can. So,

the only way that this world can ever get its problems figured out
is, I think, through education.

Q: Who do you know who would agree with you on how old a person should
be when they get married?

A: Not very many teenagers in this school right now. There are a few

who are willing to go on and get an education and later life is the
time to marry. But, really today the teenagers, it doesn't seem like
there . . they just don't

Q: Do you know anyone who agrees with you?
A: Yes, would you like to have me name them?
Q: Yes.

A: O.K. There is Linda S , there is Janet B who is our foreign

exchange student. She is in Germany now during the school year. And

there is Mary W and Karen B and Nancy G and these are

all girls who are interested in education and are woking just as hard
as they can.

Q: Are they good friends of yours?
A: No, they aren't. They aren't really good friends. They are friends

and everything they are acquaintances.
Q: Would you say you spend more time with them than with other girls?

A: Yes.

Q: And, they are in favor of education and things like that?

A: Yes.
Q: About how much time would you say you spend with these girls?

A: It doesn't seem like hardly any at all. My mother kind of gets after

me because I don't seem to socialize enough. But, like during lunch

hour, I don't eat lunch, I go in the library and read during lunch.
And, the classes during the day, of course, are all full. There are

very few of them where you have any study. And, I have been in the

habit of having a full schedule so I have no study hall usually
unless a class would have a study hall for some reason. I just don't

get much time to talk to these girls except saying "Hi" in the hall.
When I return home at night I ride for maybe two hours. I have two

horses now, so it keeps me very busy. And then by that time I have
to spend about an hour and a half or two hours on my homework at least.
And then I, of course, don't watch television or anything. And by

that time I read for maybe fifteen minutes to a half an hour and then
it is time to go to bed so you can get up bright in the morning. So,

I really don't have any association with these girls much at all. As

far as during the summer, our family takes a family vacation. Last
year, we went to Canada and up into the western United States. So

that pretty well takes up my summer and the rest of my summer I spend
teaching.

Q: Let me ask you an unusual question. If you could do anything you
wanted, if you could have any occupation you wanted, absolutely no
bars whatsoever, what would you like to be?
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A: I would really like' to excel at my horsemanship. I want to be a person

who could maybe go to the Olympics later in life. Of course, now I

can't because I have taught and the reason why I have taught is because

I need the money. I have to have it, you know, in order to further my

own education. But, I want to reach_ the highest I can possibly reach

and I don't mean the highest by going to shows and winning all the high

points or anything. I mean the highest where I can feel myself that I

have really reached the top. That is what I want to do.

,Q:. Why?

A: Because this is my great desire. I really I don't have any

other desire that is any greater than this. This, I really want to

reach the top. And, I just have a desire to do it.

Q: Why do you want to be so good at it? Why don't you just want to be

ordinary?
A4 -Well, because, I guess, most people would just be ordinary.

Q: How did you end up being different? That is what I'm trying to say.

A: I don't know. My mother keeps telling me that I'm a little different

because my views are different and I am. Like I don't care for this

wild music and this mini skirts and this stuff. This is all out. It

is to me just terrible. I mean, you know, I don't view this the same

as most teenagers do. I like to sit down and listen to a.nice symphony

orchestra or something like that, you know. Classical music.

Q: Do you have a favorite composer?

A: Oh, I like Mozart. I really like him. I have a record player in my

own bedroom so I can play something and do my homework at the same

time, which is really great, I think.

Q: How do you think you came to like classical music?

A: Well, mainly because my mother played it, of course, all during my

younger life and so I just kind of became used to it, I guess, and

enjoy it very much. Because now, it is just a bunch of yelling and

noise and that seems to be about all.

Q: Yes, it does get to be kind of noisey. Now, is there anything else

that you think you would ideally like to be?

A: I want to be successful in my career and I want to gain as much edu-

cation as I can. And somehow, sometime in my life I would like to

help other people. I think the Peace' Corps is a good organi"ation.

I thought that later on in my life I would like to try the Pace Corps

for a couple of years to see if I could help. But, from what I have

read of the Peace Corps, there has been a lot of controversy over it.

I bought three books on the Peace Corps and so it's the type of thing

that I think you would really have to get into contact with somebody

that has already been in it to give you the true picture of what it

is like. But, if I was to teach I would like to teach in,a school

where underprivileged people such as the Indians. The Indians in

northern Wisconsin are in a very bad state. Right now their popula-

tion is rising to the point where it used to be before the Americans

came here. But, their standards are going down and the average Indian

only lives to be about 43 years old. So, I feel that this is all from

lack of Education. I mean, all kinds of things I imagine the education

these people need.

Q: Why'do you think that education will solve these people's problems?

A: Because I think ignorance just breeds problems. It does because if

people don't 'have the education, I mean all kinds of education, such

as even medical education or education in English or communications or

anything like this, if they don't have this understanding, they can't

possibly understand each other.
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Q: Where did you get to think that?
A: I don't know. It's amusing the things you ask me now because I never

thought about where I ever got to think about this.

Q: Well, who do you know that thinks like that?

A: I don't know. I guess my mother thinks slightly of this. But, I

don't think she thinks of it quite to the extent that I do.

Q: Your mother thinks a little bit differently about it than you? How

would you say she differs?
A: Oh, gosh. Well, I don't know. She feels that everyone should try

to excel their education as much, you know, as they can. But, I don't

know if she is as much for passing on education like someone going out

from their own society or their own place of life and going to a poor

group to pass on this education.
Q: She doesn't care for this?
A: I don't know how come but it is just her views. I don't know if she is

against this idea of mine or not. I really don't know.

Q: What about your father? What does he think about that?

A: Well, for some reason my father wants to see me married and have

children and be very prosperous and marry someone who has plenty of

money. These are my father's views. My father is very different

from my mother. So he doesn't accept this too much. He feels that

I should really, prosper, you know, and he feels that I will prosper

the most in the type of line that he suggests and I feel that I will

prosper the most through what I want to do.

Q: Do you have any idea where you got the idea that you would like public

service work?
A: No.
Q: Do you know anybody that does that?
A: No, I don't. Well, I should say I know the Dean of Girls at Janes-

ville High School, Marilyn M , and she is very nice and I have

just an acquaintance with her and that is the only one that I could

say that I know. But, I have a feeling of sorrow for people that

just don't have this privilege. They are just underprivileged like

the Negro today. I mean, down South it is just fantastic when you
travel through that country and you see what they have to live

through and live in and, truthfully, we have done a lot of traveling

through the United States and especially through Arizona you notice

the Indian. Some of the Indians there don't know any English at all.
They have no way to communicate between other people. They can't

further their education and they live on the worst land that this
whole America's got, which our government gave to them, which

couldn't be farmed anyway. All they can do is raise sheep. There

are actually some Indians who . . I read an article where an Indian
from that area, Arizona, had never seen a white man until a couple of

years ago. There just is no communication. There has got to be a

better way.
Q: You think that's wrong, then, that sane of these people are down-

trodden?

A: Yes.

Q: Where did you get the idea that it was wrong. When did you start to

feel that it was wrong?

A: Oh, gosh, I think that they live in such a poor condition and they

don't get the enjoyment out of life. They just don't; they can't.

And I think life is here for us to live and to add to other people

what we can and also enjoy it while we are doing it.
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Q: Have you talked to anyone about these ideas?
A:,Jlo, only my mother.
Q: What does she think?
A: Well, she always accepts my ideas and thinks that they are good, you

know, that I have this understanding as she calls it for other people
and their problems and everything. She also tells me that*I shouldn't
get too involved with thiii idea because I can do so very little and
everybody feels that "I can go out and just conquer the world ". Well,

I don't feel this way. But just to help a few people in a little way
would be very nice.

Q: When did you decide that you would like to do that?
A: Gosh, I guess it has been just developing--my ideas and everything and

I spend quite a bit of time really thinking about things. Like I mean
I'll see a movie like I saw "Old Man and the Sea" last night. Did you
happen to see it? It was very good and it has Spencer Tracy in it.
It was really good. I spent myself thinking about this for about a
half an hour.and the conditions and the ways that happen in life and
everything. -And, I guess, just through thinking and organizing my own
ideas in my mind I come to this thing.

Q: Is there anybody else you ever talk to about education or occupations
or

A: No.

Q: Do you ever talk 'to your brother?
A: Well, my brother doesn't have my brother is rather . . he's

just completely different than I am. He likes this wild music and he
goes out to these dances and he is all for this type of thing and his
grades are not very good now and he has an I.Q. so they say that he
could get good grades. But, he doesn't work and he won't work at all,
I mean even at home he doesn't work.

Q: Why do you think he doesn't?
A: I don't know. He ha6 no ambition, he has no drive, I just don't know.
Q: It's funny, he:domes out of the same family. The same parents.
A: Yes, I know. : I is really strange, but he likes to go out and hunt

and that type of thing. `I mean anything that is real sports. The
only thing he has ever expressed any desire to be is an airplane pilot.
That is the only thing. But he doesn't like to delve into mathematics
or science. or anything like this, you know. He's just interested on
the surface things.,

Q: Who do-you think you more like, your mother or your father?
A: I think I am more like my mother. My father came fran a ver9 bad

family set up and he really didn't have much of a chance to form his
ideas, I don't believe. And my mother did. My mother's father was
from Greece and her mother is Czechoslovakian. And so they came over
here and they worked hard.- And so through them she has gotten the
education she has and fUrthered.her own education.

Q: What-about your dad? ."

A: Well, my father came friom a 'separated family and his mother remarried
and the situation was very bad. I mean, the stepfather and the son
didn't get along so he was-sent away to a school, to a-Catholic school,
and it just didn't work out at all. And so he formed a resentment
right away against his mother which he still carries today. So there
is not even good relationship today. So, I think a lot of this stems
fran your parents and your family set up.

Do yoU'ever,talk to your -grandparents? Your mother's father and
mother.-; Are, they still'living?
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A: Well, my mother's mother is mentally ill and she doesn't know any of

us anymore. She is in Rockhaven. And both my grandparents are dead

except my stepfather, of course. And he is a very hard person to get

along with, so I can see my father's point of view in meeting my step-

father. My grandmother is very religious. Religious to a point where

you have a hard time trying to get along with her because that is her

only subject. And she is thinking of joining the Jehovah Witness

Church now. But these are her views and you can't say whether they

are right or wrong. But really, we very rarely see them because of

my father's feelings, and I really don't have any contact with my

grandparents at all.

Q: What kind of person do you think you are?

A: Well, my mother says I am not average. But I feel that I am a person

who has my own ideas and I try to always have an open mind. I like to

listen to other people's views on life and weigh them and that type of

thing. I'm a person who wants to gain knowledge. I want to add what

I can to this world in the short time that I an going to be here.

Q: Where did you get the idea that you want to add to the world? Did

your mother ever talk about adding to the world?

A: Yes, she does in a certain way, yes. And I guess I got it stems from

her. Almost all my ideas the basic my ideas stem from my mother. She

is the only one that I have a close contact with. Maybe this is wrong.

Maybe I should have more friends or something to get a different view

on these different things, but I don't believe so. I think that I've

also formed my own ideas because I'm not with my mother on all things.

Q: How do you differ with your mother?

A: She is very interested in social activities, you know, and that type

of thing and Janesville Little Theater and that type of thing, We

work together on makeup at the theater. I don't know how I differ,

really. She's interested in reading, she's interested in good music,

she is interested in world problems and that type of thing. I guess

there is really no way that we are really different . . . any great

way we are different, you know.

Q: Do you know any boys?
A: Yes, I do. I know this one now. In fact, I've known him for four

years. He's 21 now and he's in California.

Q: Do you ever talk to him about . . .

A: No, I haven't seen him for three years. It's just a matter of writing

back and forth. And through letters you don't discuss education and

that type of thing.
Q: What do you think he would like you to do for a living?

A: Wc11, I don't really know. He's also from a family that has been

rather upset and that type of thing, and he dropped out of high school.

He didn't finish his high school education. He's in California, and

although he is 21, he is going to go to a two year college there

because he wants to further his education. And he likes . . . he, I

believe, feels the way I do about education. I don't know. He got

all fouled up in his younger life, in his teen years. It just didn't

work out. But he is really trying now and he is working hard. He

just doesn't know what he wants to settle on for a job.

Q: Do you, think that you will go on to college?

A: I guess so.
Q: What kind of higher education will you go for?

A: Right now I'm going to go to the University Extension. Well, I

shouldn't say extension. It's a campus; that is what they call it

now. But, the reason I am going there is because of financial reasons
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and because I want to keep on also with my horsemanship, and now that
I have found this good trainer, I would like to stay in this area. I

feel that to stay at home, like if you go to a big college as Madison,
you have people that--just so many people that you don't form a maybe
a relationship between your professors. I hope you don't mind me
stating this. This is the way I feel that there are just so many
that you don't really get deep into what you're studying. But, it
is nobody's fault. That's just the way it is when there are so many
to learn.

Q: What about other students?
A: You mean my views on them?
Q: What type of person goes to the university?
A: Well, I believe there is all types of persons. There are people that

go there to meet other people.
Q: What's the difference between people who go and people who don't?
A: Well, people who don't go many times is a financial metter sometimes.

But they don't have any desire, any great ambition. That's why I
feel that I am very lucky that I do have this ambition to do some-
thing, you know. There just . I don't know if they haven't found
a meaning in life or what goes on. Of course, a lot of them go on to
Vocational School and that type of thing. But they become the average
person. They don't try to anymore in life. They don't take the things
that are EA before them to do.

Q: Where did you get the idea that a smaller campus would give you more
contact with your professors? Or greater depth? Or . . did you
know anyone that went to larger or smaller schools?

A: Now, I do know Karen M She's gone to this Rock County Campus
and she states you know that it is really great. And that they don't,
I don't know . . classes are smaller, your professor can help you as
an individual more than when you go to a big school where you would
just have no chance at all.

Q: What does your mother think about the difference between the big and
small schools?

A: She likes to see me go to a small school.
Q: What about your father?
A: It really . . . if I wanted to go to a larger school, he would see

that I go if I wanted to. But, he has an attitude where if I want
to do it, O.K. He doesn't stand in my way of anything so far.

Q: Is there anyone else who you ever talk to about these things?
A: There just isn't anybody. My mother is the main person I talk to.

My ideas have basically been formed from her ideas. But, like I have
no close friends. Because, truly, I've found no one yet in my life
who I would like to be a real close friend to. I have an aunt who
is really not my aunt but is a very good friend of my mother who I
talk to on occasion, but never in depth on anything at all.

Q: What about your teachers here? Your guidance counselor, do you ever
talk to those people?

A: No. Not at all. My teachers are basically, I feel, very good. They
are really working, you know, to educate us and everything. But I
don't know. But, truthfully, I hope you don't mind me stating this,
between the guidance office and the student, there just isn't the right
connection. We had our guidance counselor come in and talk to us in
Social Problems class and there just is something missing there. Now
I can't say what it is because I don't know. Very few people I don't
think ever come in to talk to our guidance counselors here. I don't
know whether this is the case in a lot of other schools or what the
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average is. But this seems to be not a very good setup, I think so.

Of course, this is my own view. Maybe people look at these things

differently.

Q: If you didn't want to be involved with horsemanship - -I know that is

hard to put out of your mind - -if you didn't, what kind of qualities

do you think a job should have?

A: I think that you should get satisfaction from a job. It should be

something you want to do and, of course, in the world we live in you

have to have money to live on, it should give you enough money to

carry on regular life. I think a job that gives you an opportunity

to travel and see the world is very fine.

Q: How much money is enough money?

A: I don't know really. So that you can live comfortably. So that you

can have a nice home.

Q: What is comfortably? What is a nice home like?

A: Gosh, I don't know. Well, to me - -here we go back to the horses - -a

nice home means a house of a medium size with about maybe ten acres

and a small barn, and a couple of horses and later on in life a couple

of children, you know, marriage. I don't believe in just the ambition

to go out and make money. That is not what we are here for.

Q: What kind of occupation do you think your husband would likely have

when you get married eventually?

A: Well, I sure hope a horsemanship occupation of some type. Maybe he'll

be a trainer or something like that. I really don't know.

Q: If he didn't do that, what do you think he would be likely to do?

A: Probably a businessman of some sort. That is a strange question. It

is a difficult question. Because, I don't know. Maybe work I

have a love for the western part of the United States, so maybe he

would be a forest conservationist or something like that.

Q: About how much money do you think he would earn?

A: Gosh, I don't know. Maybe $12,000 a year. I don't know.

Q: What makes you think that is a good amount of money to earn?

A: I think that it is enough for you to live comfortably on and help

other people, if you can possibly help other people. Such as charities

and now they have these kind of things . . . you hear so many things

about these orphans, you know, where you send $10 a month and you help

someone out, you know. That type of thing.

Q: Let's go back again and ask you sane more about yourself. What is the

difference between you and other people?

A: Well, I guess, my mother says well, here I go again "my mother

says" . . . My mother says I think more than other people. But I do,

I believe, and I read more than the average person of my age. I get

more views on different things in life and I see things before they

would happen. Like you know, in the long run, if you aren't real

happy now, in the long run you will probably be happier. You know,

that type of thing. I listen to Bill Sands, his lecture, he's the

man who wrote My Shadow Ran Fast or something like that which was

really exceptionally fine. His views I took and I weighed in my own

mind, of course, and that type of thing.

Q: If you could go to any -school, any school in the world, where would

you like to go?

A: I would like to go to Spatcher High School in Austria. Right now

that is entirely out. That is a man's school. But they will take

us, liRzl a professor will take a girl that is exceptional, but that

is really exceptional.
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Q: Now this man that you are training under now. You are training now?

Do you ever talk to him?
A: No, hardly at all. He is a visa German and he is very . . . I mean,

you don't talk to him. He's real strict. He's real stern faced and

he doesn't say more than ten words to you except when he is yelling

at you when you are doing something wrong. He has rather a loud

voice and when you are doing something wrong you know you're doing it

wrong. So, I just haven't talked to him hardly at all. Except, well,

I have asked him questions, you know, through a few words, as to what

his business is like because I am interested in how people are working

their business and that type of thing because that's what I'm going

to do later on.
When you go out where
How do you mean?
When you go out?

Just go out on a date

Yes.
I've never gone out on a date.
Where do you go when you go out yourself?

Well, usually something like Janesville Little Theater plays,or like

this lecture by Bill Sands. Or Janesville High School plays. I go

to concerts in Beloit, usually, and Madison. There are plays in

Beloit and Madison.
Who do you usually go with?
I usually go with, well . . sometimes my mother and sometimes I go

alone. Like I went to this lecture by Bill Sands alone and I have

gone to plays before alone and that type of thing. Now -hat I can

drive, my mother has so many things to do it seems, you know, and

it's where we are living that I find myself a lot of times going

alone because I have no one special to go with. My brother has no

interest in these things at all. You can only push him so far, you

know, so you can't really push him.
What does your mother think of your brother?

She's very discouraged with him. But she's just having it hard to

change him.
What does your father think about your brother?- --

Well, my father is very . . . he doesn't really think it is very

serious . . . my mother's views . . . He thinks it is just a time

he's going to go through and it won't even make a mark on his life

and later on he'll get all straightened out. My mother, of course,

feels absolutely different. His grades count now for getting into

college, and the way it's becoming, you have got to have better grades

in order to get into college with so many people going.

Just about what are his grades?

Well, last year . well, see he was set back a year. So last year

his grades were in the C range, so which was average, you know, but

he could still do a lot more than that. He just doesn't want to, he

sort of drifts along.
What does your brother think of you?
He thinks I am dull. I an terribly dull to him. He goes to football

games and dances every once in a while and he never invites me and he

never will, you know, to go along to a football game or something if

there isn't anybody else to go, he'll call up his buddy or something

like that. And, he just figures I'm rather dull and I'm just strange,

and just leave me like I am because I'm not going to change, you know.

Q:

A:

Q:
A:
A.

A:

Q:
A.

Q:
A:

Q:
A:

Q:
A:

CI:

A:

Q:

do you go?

or something?
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Q: What does your brother think of your mother?

A: Well, there is not too good of a relationship right now between my

mother and my brother. Because my mother is, of course, trying to

correct him and my brother rebels against it all the time and that

type of thing. Although we had an accident. We had an old musket

and it accidentally fired. It had been loaded for thirteen years

and we hadn't known it was loaded. It was given to us as a gift.

There was a boy standing across the room and my brother accidentally

dropped the gun and shot this boy. It didn't kill him, we were very

fortunate, and he just got a bad banged up arm. But, this really hit

my brother hard. And recently, just in the last couple of weeks, now,

his friend was killed over the weekend. A very good friend of his

threw a gun. He has a couple of guns himself, so he's, well, I think,

he's kind of looking deeper into life and the things that happen and

that type of thing. I think that in a way that really did him good

to heppen. It's a terrible thing to say because it was a terrible

happening, but . . .

Q: Have you ever thought about the University of Wisconsin at Madison?

A: Yes, I have, my last two years in high school. But now as it stands,

I'll be moving to a warmer climate because my mother has arthritis

and it would just be better if we did and my father would also. So,

I believe that probably in the next two or three years we will probably

move from this area.

Q: Where do you think you will go?

A: Probably out west somewhere in Arizona.

Q: So where do you think you'll end up in school?

A: I don't know. I really don't know. But I know I would like to do

these two years here at the Rock County Campus.

Q: If you had to make a guess now - -I realize how uncertain these things

are--but if you had to make a guess as to what you're going to end up

doing as a living, what do you think will be the thing that you will

probably end up doing?

A: For a woman in the horsemanship field, this is a rather hard field

because it is a business. And, truthfully, to work for someone else

you can do a lot better than if you build your own business up because

it just takes money and time. By the time you've got your own business

built up, then you're prime time in your life is gone. That's the way

it seems to happen with the people that I have met so far in the field

of horsemanship. So probably I would wind up teaching, maybe --school.

I'll say this because it is against my own ambition and my desire, but

I think that is what my main occupation will probably finally wind up

being.
Q: So you think then . . . your guess would be that you will probably

became a school teacher?

A: That's right.
Q: Why?

A: Well, I don't know. It takes money and it takes different things to

get up in the horsemanship education. Truthfully, right now I pay

$25 an hour for a lesson. And, well, it just costs to a point where

you, well, you know, there are four of us in the family. We all have

our own views and ideas and everything, and we all want to do different

things. There's not one of us that has the same desires or like the

same things, you know. So in order to have everything go around and

fairly, it just doesn't work out financially. So I feel that probably

when I enter college my horsemanship education is going to have to
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stop. When I graduate from college, I will probably have to pick up

teaching. And then from there I will just have to go on as I can in

the horsemanship field. Unless for some reason something comes up

where I could be an apprentice under someone.

Q: Why do you say you'd end up teaching if you couldn't go into horseman-

ship you say the alternative would be teaching? Why not being an auto

mechanic or bank teller or .

A: Beciuse I have a great interest in education and I would like to see
education furthered in all kinds of aspects in life, especially if that

canes at the end I would like to help the underprivileged.

Q: What level of school do you think you would teach?

A: Well, as I say, I think the high school students are probably the

hardest to teach, and I think I would try to teach the high school

student. I don't know exactly. As I say, English is my favorite

subject and that would be probably what I would teach. I would try

to teach, I don't know, things along with it. I don't know actually

right now what that would be. Not just to talk about English, there

are other things that are related to English in your whole process of

life.

Q: Anything else that you might end up being?

A: I don't know. I don't think so.

Q: But this is your best guess then. You think this is what you will most

likely end up doing. What would your mother think about that?

A: She thinks it is a fine occupation, school teaching is. I think that

she would rather see me in that than teaching horsemanship. She doesn't

really think that is a woman's job. But she feels that it is a good

occupation.
Q: Your mother prefers school teacher to horsemanship teacher?

A: Yes.
Q: Does she ever talk to you about that?

A: No, she really hasn't delved into it at all except she stresses the

fact that I should get.this education further on for teaching ability.

Q: Let me ask you this. Why do you think you disagree with your mother

on this point?
A: You mean disagree in the fact that I would like to teach horsemanship?

Q: Yes.
A: Because I just have . . this is the thing that I feel I can do

better than anything.else because I have this desire. And you have

got to have the .clsire in order to do a good job or you just can't

do it. It just won't work out. And, well, I think you could probably

do it but you just can't do it as well as if you do something which

you really have a desire to do.

Q: When you first developed your interest in horses, when you first

started training yourself for horsemanship training, what did your

mother think about it then?

A: She just thought it would be a pastime. I mean, that I would have

a period where I would go through this. The boys would hit me and,

boy, that would be it. There wouldn't be any problem anymore. Then

I wouldn't have,the interest in horsemanship anymore.
Q: What happened?

A: It didn't work out that way.

Q: How do you think you managed to maintain your interest in horses? How

come you didn't get interested in boys?

A: I don't know. I guess because I met this man that I talked about be-

fore that is 21 and in California, and at that time in life he became

a sensible man and I have an interest in him, of course. Just as a

310



friend, as a really good friend. I don't know, it just seems like

I'm very satisfied. I don't have any desire to go out on dates and

do all these things.
Why not?
I just . . I don't know, I can't really tell you why I don't have

this desire, but I just don't. I think that this is maybe for later

on in life. I think there is no rush. I think maybe part of our

problem in this country is that we try to rush through everything.

We tryto take a kid that is in eighth grade and have him go out and

go steady with a gal. It just doesn't work out. It doesn't seem to

anyway.

Q: What do you think your mother thinks about that? Would she like to

see you dating or not?

A: Yes, she would.

0: Does she ever say that?

A: Yes, she has. She thinks that it's rather strange that I don't date

and she thinks that I should.

Q: Any particular reason why you don't?

A: No, there really isn't any particular reason. I've been asked before

but from the people I've been asked before, there are a lot of them

that I would not go out on a date with.

Q: Why not?

A: Because I think too much, I guess, and the interest in my views, I

just wouldn't care to go out.

Q: Do you know anybody else who feels the same way you do?

A: No, not off hand.

Q: Nobody at all?

A: No. My girlfriend, she'll go out with anyone that will ask her. No

matter when they ask her and what conditions, she'll go out. That's

just the way she is.

Q: You're different from her though?

A: Yes.

Q: How are you different?

A: Well, I just read, I try to think life through a little bit before

it happens and before things take place and she does it all of a

sudden and she doesn't give any thought to it. And really has no

real . . . I believe she is going to Kansas State so she can get to

know people. She is not going there really to gain an education.

She has told me herself that she wants to get away from her family.

They have seven children which is maybe understandable because it is

a lot of work and things to do. Of course, she doesn't do them at

all because she is too busy with her other things. But she wants to

get away from her family and do things.

Q: Why do you think she is different from you? I mean, how did she end

up to be different from you? How did you end up to be different from

her?

A: I don't know. Maybe it's just the way different people reason things

out in their own mind. Of course, your parents have something to do

with it. But if you don't think and you do things, you just do them

like the rest of them. You become a conformist and you don't do

things as an individual.

Q: What would a boy have to be like before you would date him?

A: Well, he would have to be quite polite and neat. He'd have to go

someplace which was agreed, like to dinner or maybe to a dance which

was social, that type of thing. He'd have to drive well, which I
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think is important because it is something that involves not only him,

but other people there on the road. And, truthfully,. he shouldn't

drink, you: know, that type of thing, and I think you just don't go out

with a boy once. You get to know him a little bit better before you

go out with him.
Q: What does your mother think about that?

A: She thinks Ilt wise in thinking this, but still she thinks I should

date to get to know people and . . .

Q: What about.your father, what does he think about this?

A: Well, he thinks it's kind of strange that I don't date also. He tells

me that I should go out and date and that type of thing. They both

feel the same on that point.
Q: What do you think of when they tell you that?

A: I feel that they maybe want to push me into something which I don't

want to do. I have no desire to do now. I think that later on I will

have a desire to do this. But I do have this interest in this other

person. I just have no desire. I imagine that he dates, probably

quite a bit.

Q: Do you expect you'll see him when your family moves to the West?

A: I don't know. Maybe not. We just have a friendship, that's all, and

nothing, of course, which I figure later on in life will amount to

anything at all. But it is very nice to have this type of friendship

really.

Q: Would you say his opinion is worth listening to when he gives it?

A: Yes, usually.

Q: What does he think about dating?

A: Well, of course, I've never asked him such a thing. He has never

really stressed it, but I think he does it quite a bit. I think he

thinks it's socially, well, he lives in California in Los Angeles and

it is a type of thing that you just do. You go out maybe every

Saturday night and you take a girl to a fancy place. He has enough

money because his parents have enough money.

Q: What do you think he would think about horsemanship as opposed to

teaching? Which do you think he would rather see you do?

A: He would probably rather see me do nothing at all. He is the type

that would like to live off his father's money. And so I don't know

how come I have this great desire for him or anything else . . how

come I like him the way I do. But hd is just so polite and courteous

and very nice, you know. But, you know, I don't think he would like

to see me in any occupation at all.

Q: What do you think he thinks you are like?

A: Well, I-don't know.

Q: Do you think he thinks you're likely to do that or do you think he

thinks you're likely to

A: He thinks I'm likely to probably get married and have a family and that

is all. That's probably what he thinks.

Q: Would you think that he understands you well?

A: No.

Q: What do you think about his opinions on education?

A: Well, I think he is really trying hard now. I think his opinions of

education now are really good. I mean he went through this terrible

time when he couldn't do anything. He just went from thing to thing.

He was a garage mechanic one day and the next day he was fired and

worked for the road construction or something like that out of

Milwaukee. And he has now gotten to the point where he sees that

education is important.' But I don't think he has any understanding
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of underprivileged people. He is in this because he wants to make

money for himself.

Q: Is there anybody else that you talk to about these things?

A: No. No one else at all. You are the first other person that I have

ever answered these questions at all to in my whole life. I just

never talk to .

Q: Anybody talk to you about them?

A: No . .

Q: About this idea of public service and helping the Indians and poor

people?

A: No
Q: Are there any books that influence you at all?

A: Oh, yes, well, books have influenced me a lot because I read books. I

take one subject and I read maybe three or four books and then I'll

kind of summarize it up myself. Like, the Peace Corps books. Right

now, I think it's a fine organization, but it needs improvements in

some places. In some places, it isn't doing any good at all. But

it is hard to get things from books because you can't really under-

stand something unless you are there to get it firsthand.

Q: Well, Justine, I probably had better let you go because it is time

for you to go home.

2. Justine E 's Mother

Q: I am simply going to ask you what you think of certain kinds of occu-

pations and certain kinds of jobs, what you think they are in general,

what your opinions are about education. What types of education you

think is appropriate for people in general and Justine in particular.

I am going to ask you for your opinions about things like that. What

it is you tell her, what expectations you have for her, what you would

like to see her do and so on. First of all, I would like to know what

you consider the purpose or reason behind any person's occupation.

What you generally think of when you think about it.

A: Well, I think that there are very favored few people who can have

occupations that they really enjoy. And I think that if a child can

choose a field in which he really is happy, that he has a great

advantage over the multitude of people who are just working for

dollar bills.

Q: What kinds of occupations have you thought about for Justine or what

has she mentioned to you? Can you see her aim or have you discussed

with her?

A: Well, she has had a desire to be a horsewoman for many years. And I

feel that she has her life to live and that she should pursue this

interest. I feel that we are more successful in doing the things we

want to do rather than in being made by parents into other molds.

Q: What is it like being a horsewoman? What do they do? What kind of

life would a horsewoman be?

A: She probably, hopefully, would eventually own and operate a stable,

teach children how to ride, as well as adults, and also train horses.

Q: Do you see now what I an trying to get at? I'm trying to get at where

it is that Justine got her ideas about what this job would be like.

How she found out that she'd like to do this, what she thinks she'll

be like if she does that and so on.

313



A: Yes, I haven't actually I think this girl has made up her own

mind. Being a ballerina, there is nothing that would have been dearer

to my heart than to train her .from age 4 to .be a dancer. But this she

didn't want.
Q: What is it that strikes you about a'ballerina? I know we have talked

about a lot of these things before, but now we've got to get them down

here, so . . .

A: I don't think anything in particular strikes you about being a ballerina.

I think some of us have desires to be certain things. I don't think it

is the glamour of the profession. It's just that you have this desire

to do this.

Q: In other words, it's not the nature of the job itself but the person's

own feeling towards it that is important?

A: That's right.
Q: In general, what is it about being either a ballerina or a horsewoman

that makes it attractive to you? Or something that Justine would like.

Does it have any -certain characteristics about it that attracts Justine

to it?
Well, basically, you have to have a love of horses. This would be the

basic thing. As far as the dressage is concerned, I think that when

any of us get into a field we really love, we want to learn as much

about that field as we can. And dressage is the ultimate in horseman-

ship. It's by far the most difficult. It's the top rung, so to speak.

Q: In other words, it's an occupation that has room in it for a lot of

learning, a lot of developing, something that needs to be mastered

rather than something that someone can just step into and do easily.

A: Oh, I should say sot

Q: Do you think that's an attractive feature to Justine that occupation

she'd choose would have to be something like that?
A: You mean to be challenging?
Q: Yes.
A: Yes, I think so.
Q: How do you think it was that she came to be the kind of girl who

would like a challenging occupation?

A: Well, she has a yearning for knowledge. And, I presume that that . . .

Q: You see, we ask some of these things because the lines 'of influence

are not direct. For example, you will ask a person . . . say, a person

wants to be a lawyer and you'll say "How is it that you decided to be

a lawyer? Who influenced you?" And, they'll say, "No one. Nobody

influenced me at all. I didn't talk to anyone about being a lawyer."

You assume first off that there has been no influence. But, when you

analyze it a little bit more closely, you find that there are certain

characteristics that being a lawyer have--it's a relatively high

prestige job, it has a certain amount of challenge, etc. And, it may

be that there are other individuals that have influenced a person to

want those characteristics which he then finds in law.

A: I see.
Q: So when you say Justine made up her mind for herself that she wanted

to be a horsewoman, it may well be that that is the type of occupation

that attracts her becauseof the things you have taught her to like

and want that that occupation has. That's why we do what seems like

a kind of silly procedure here sometimes. Why we ask you questions

that don't seem to be directly relevant. You mentioned that being a

horsewoman, one would teach children and adults to ride? Is that an

important part of that occupation? Is that directly involved? Is

there a lot of that involved?
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A: I would say so. There would be a bit of performing. I think that

basically we have found that good riding teachers are rather few and

far between. And it is a field that needs good people. To teach the

proper way.
Q: What kinds of characteristics do you think a person that went into

that field would have to have? That would a person who became a horse-

woman have to be like?
A: Well, as I mentioned previously, they would have to have a way with

animals. Particularly horses. She would have to have a nice person-

ality in dealing with people, and she would have to have an extreme

amount of perseverance.
Q: Do you think that this is a field that has a good deal to contribute

socially to society in general and other people to benefit other people?

A: Yes, very definitely. I think that in some areas it is a great rec-

reational aspect for people. And I think in other areas, such as

dressage, the performing, it has a great artistic benefit for people.

Q: So it is an artistic form, it's an art form of benefit to individuals,

to other peo;le? Challenging? There is a possibility for teaching

others, for helping others in that way it requires perseverance and

effort and in that sense it is a field very much like ballet it seems

to me.

A: Yes it is. I think that is probably why I can understand her desire

to do this so well.

Q: You, yourself, were involved in ballet?

A: Yes, from the time I was four years old.

Q: Did you study here or . . . ?

A: I studied up until graduation time and then I went to a professional

school in Chicago.

Q: Did you perform then?

A: Yes.

Q: Do you think that Justine is like you in any regards?

A: Oh yes, I do.

Q: viLat ways do you think she is like you?

A: Well, now, if I compliment well, I don't know quite how to answer

that. She has an extreme amount of perseverance. What she does . . .

see, where I compliment her, I'm complimenting myself.

Q: That's all right. I think honesty is more important than h. .lity.

A: It embarrasses me, you know.

Q: Gee, I don't want to do that. Maybe I could lead off by saying I think

I'm probably the finest young sociologist in the world.

A: Oh, that will help. She has a very great desire for learning, for

knowledge. But she would like to see the world be a better place for

all of us.
Q: There is a striking similarity in the notes I'm taking down now and

the notes I did take down when I talked to Justine.

A: Really?
Q: What else do you think she is like? What kind of girl is Justine?

Maybe she wants to plug her ears.

Justine: I'll leave if you want me to.

A: Well, no. It isn't necessary. Well, I think she is an individualist.

And I think that in this day and age, with the norms at school such

as they are, it takes courage to be an individualist, to make your

decisions as to what you personally want to do. Not what the masses

are doing, what the little cliques in school are doing. Do what you

personally want to do. To be the kind of person that you want to be.

I think that she is doing this.
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Q: Well, you would like to see her become a horsewoman. Would you

like to see that happen?
A: I would like her to become whatever she wants to bd. And to be a horse-

woman.is what she wants to be. As I said before, I think those of us

can find pleasure in our occupation are among the favored few.

Q: So you would be most happy if she did what she would be really happy at?
A: That's right. That's right.
Q: What do you think she probably will do?
A: If we can find a schoolI'm quite sure she'll be able to follow her

desire. It's somewhat of a specialized thing and not so easy to find
a so-called educational form for.

Q: If that should turn out to be not possible, what else do you think she
might likely do?

A: I don't know.
Q: Are there any other occupations that have these characteristics that

would make them likeable to Justine?
A: Well, I think anything other than this would be just a substitute as

far as she's concerned. There are any number of things, I'm sure,
that if she set her mind to she could do very well, such as teaching.

Q: Do you .think she would be good at that?
A: Yes, I think if she made up her mind that this is what she was going

to do she would be good at it.
Q: Do you think she'd be happy doing that?
A: Not particularly.
Q: Are there any other kinds of occupations that you ever thought of or

mentioned to her or . . . ?

A: No.

Q: About education now. So far, we've talked almost entirely about occu-

pation. Of course, tlr education is kind of tied up in.that same dis-

cussion. But, what generally do you think about education?

A: I think education could go a long ways to curing a,great many ills in

the world. If we could educate all of the people that are here.

Q: One of the basic problems, then, you think, is lack of education? It

kind of makes me feel good after all I've told you about sociology
being a research discipline so to classify things out. What do you

think of education in terms of high school students and so on? Do you

think college education is generally a good thing for them or it's not
for everyone or is it for everyone or what?

A: No, I actually don't feel that it is for everyone. In fact, I think

some students are shoved into college by their parents to fit into this

mold, whereas their loves and interests are not in that direction. I

think they could be far more successful in other fields, and I think
they would wind up being frustrated individuals, even though they

eventually achieve this goal their parents have set for them.

Q: Almost silly now because we all know, but what about Justine? Do you
think that college is for her?

A: I would like to see her able to combine the academic studies with the

study of horsemanship. She's a fine student. She has a craving for

knowledge. And I would like to be able to find a school whereby both
these things could be accomplished.

Q: But the one is more important than the other?
A: I'm afraid so.

Q: Does that make you happy?
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A: No. Well, I'll leave it does that make me happy? I think that . .

Do you mean will it make me unhappy if she doesn't go to college? Is

this what you are trying to say?

Q: Yes.

A: No. I think that if she can follow her chosen field that education

is available to anyone actually who wants to read. There are exten-

sion courses. There is no end to what you can do.

Q: You mean more than just the formal processes of school classes and so

on?

A: Oh, yes. I think that if we don't learn every day, we're kind of a

vegetable. Something we should learn.

Q: I see. Do you think Justine will go to college?

A: I don't know.

Q: Well, we've talked about occupation, we've talked about Justine, we've

talked about education, what you feel about them, what you want for

her. I think that's about all we want to have down formally.

3. Ann B : High School Sophomore, Oregon, Wisconsin.

Q: What is your name?

A: Ann B
Q: Where do you live, Ann?

A: K Lane, Oregon, Wisconsin.

Q: When you leave school, when you are all finished with however much

education you want to get, what have you thought of doing? What kind

of occupation, or job, or state of life interests you?

A: Well, I don't know, sort of a lot of things. I change my mind a lot

and I was kind of
Q: Well, just let me ask you just in general. What do you think a satis-

factory job or occupation or state of life or anything might be like?

What sort of criteria would you look for? When you are looking for

something to do.

A: You mean what kind of job would I consider?

Q: Well, does whatever you do have to be satisfactory to you cr nleasant

or does it have to be with contact with people or does it ha , to make

a lot of money or have high status?

A: !ro, I'll have to like whatever I go into. T mean, there wouidn't be

any sense for me to go into anything I feel if I didn't like what I

was doing or I would like to go into something that would bring

me into contact with a lot of people. And the money part, just a

satisfactory amount. It wouldn't have to be a great amount. Money

isn't important to me.

Q: Just enough to . . .

A: To have a nice life, to be able to have a nice car, a nice home, nice

clothes.

Q: What about the status. The way people rank it in the world. Would

it have to have a lot of prestige? Is that important to you?

A: No, a certain amount, but not a great deal. I mean, I think it is

more important about what I feel about rather than what other people

feel about it because I'm doing it, not them.

Q: Anything else that strikes you as being something that an occupation

or a state of life would have to be before you would want to go on in

it?
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A: I would kind of like to have the people closest to me approve of it.

Q: Who do you talk to about these things? Do you talk to anybody about

that?
A: I talk to my parents about anything. My parents and I are real close,

and my brother and my best friend.
Q: Your parents and your brother and your best friend. Vho is your best

friend?

A: Her name?
Q: Yes.

A: Rosemary S
Q: Does she 11;niere in Oregon?
A: Yes, around the corner from me.
Q: You talk to these people about what they intend to do or about what

they intend to do afterwards?
A: Oh, yes.

Q: What do you think that your parents think of as a satisfactory occupa-
tion would be like?

A: My mother is a teacher. She would be very glad if I would become a

music teacher. She has her heart set on me getting a college education.
And, of course, I want one. My dad is a carpenter and . .

Q: Why does your mother want you to be a music teacher?
A: Oh, she thinks that it would . . . I would be good at it. I have

played the piano for six years and I can sing and I like to dance

and I like music in general.

Q: Does your mother like music?
A: She likes music. She's not good at its but she likes it. She always

wanted to be good at it. She tried to take lessons when she was young,
but she didn't like it enough to go on. It was harder for her and so

seeing that I liked it, she wanted me to be . .

Q: Do you think that's a major thing that you ought to think about an

occupation? Whether or not you'd be good at it when you went into it?

A: Oh, yes. If you wouldn't be good in it, there really wouldn't be much
sense in going into it.

0: Yes.

A: I don't really feel that you would be any good at anything unless you
liked it. That's why I want to like something.

Q: I see. What does your father think about occupations? What do you

think he thinks?
A: Well, before we moved here, my dad was a farmer all his life, and all

of a sudden he just became a carpenter, and he's pretty good at it.
And he didn't go to college. He graduated from high school and he
would like to see me go through. My brother didn't. He graduated from

high school and then went into the service. That's where he is now.

And college just wasn't for him. He didn't; he couldn't have made it.

He likes water, so he went into the Navy..

Q: I see. What about Rosemary S ? What do you think she thinks an

occupation should be like?
A: Well, until about two weeks ago, she was planning to be a teacher. All

of a sudden, she decided that she wasn't going to be one. But I feel

so sorry for her because her mother would get actually mad at her if

she didn't become a teacher because her mother is a teacher too. Her
mother and my mother both teach in the grade school, and her mother
would be really mad at her if she didn't become one because she wants
her to follow in her footsteps. See, Rosemary has an older sister and
she went to Platteville to become a teacher, but she dropped out and

got married. And
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Q: Do you think that independence is an important part of an occupation?

Would you want to be able to make up your own mind about things and

that?
A: To a certain degree I would like to have a certain amount of independ-

ence in anything I do. But when the time comes that I know that some-

one above me would know more, I would be glad to take orders from them.

Q: But, in general, about what people like to do, do you think they should

make up their own minds?
A: Oh, yes. I definitely believe that. What good is it going to do if

someone makes your mind up but you don't like it but you're forced to

go into it? You won't be good at it, you won't enjoy it, it would be

a waste of life.

Q: Have you thought of anything else specifically besides music teaching?

A: When I was real young I thought of a lot of things. I thought about

being a nurse, but then I went into the hospital three times in one

year and I kind of changed my mind.

Q: In the hospital?

A: Right. I didn't want to see one again. And I was going to be a regular

teacher like my mother. And then I was going to be a music teacher,

but I know I'm not going to be a music teacher, but I kind of would

like to get into something with music. I don't know exactly what. I

thought about being a nun. I'm Catholic. But, right now I thought a

lot. I wanted for a long time to become an actress, sort of. Then I

thought I would like to act for a while.

Q: Well, let's talk about each of these things. Did you say you might

like to become a nun? Why is that? What is it about being a nun

that interests you?
A: Not so much anymore, but when I was younger I thought real seriously

about it and I told my mother and she was really surprised, but she

didn't say that I couldn't, she didn't condemn it. She said, well,

if that's what you want, that's fine with me. And I think in the back

of her mind she new that I would change my mind.

Q: In general, what do you think she really felt about it? Do you tLink

she was in favor of it cr not?

A: My mother, I think, would be ir favor of almost any occupation I chose

as long as I hurry up and choose it. She's getting very imrJr13nt with

me. It is because she is going by herself. When she was in .hird or

fourth grade, she decided she was going to be a teacher, and that's all

there was to it. That was her main idea all through life, and that's

what she became. But me, I change my mind so many times. She says

now you're a sophomore in high school, you don't know and I knew when

I was in third grade. "But so what?" I keep saying. "I will eventually

find something and there is no sense in . . "

Q: What is it about being an actress that is interesting? What do you

think being an actress would be like?
I think it would be exciting, but hard. The hours would be long, and

it would take a lot out of you. But I think it would be very rewarding

to perform and give a good performance in front of people and to make

people happier in whatever you did within a play you were in. And, I

don't know, I think it would be kind of a neat life, but I will never

try to be one because I myself knows no one has to tell me, I don't

have the talent. I've never tried or anything, but I like a lot of

things, but I'm not especially good in them.

Q: What makes you think that being an actress would be exciting?
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It would be a lot of fuid, in a way.
it wouldn't be all fun.
Where did you get the idea it would
it or is it from actresses that you
or . ?

I mean it would be fun at times,

be? Did you talk to anybody:about
have. seen or books that you've read

.,

Oh, mostly books that'I have read about;drama and movies and actresses
that I know, popular actresses of today.
Any in particular?
I don't really have a favorite actress: .T like a lot of them. I like

the teenage actresses of today that have shows. I think that would be.

a lot of fun. Like Patti Duke and Gidget and those shows. I think.:

theyqt-really neat.
Anything else you've ever thought about being? Ever thought about .

being married?
Oh, yes. I've thought about being married, bUt not for a long time..,
I want to do a lot.
You're only going to be married for a short time?
I'm going to be married for a long time, but not for a long time..yet.
I see.

I hope. You never tan tell about those things.
What do you like'abcut being a wife? What do you think being a wife
would be like?'
Well, from viewing it by myself towards my parents, it would be O.K.
But I want to .do so many things before I get tied down. Because I
feel once yoU became a wife, you are tied down. I-want to go to
college, getoy schooling, travel, have a lot of fun. Pot that I
don't think...marriage could be fun, I mean, it can be any kind of a
life you make' it.

Do you think traveling is important as a part of an occupation or
something that that occupation lets you have time to do?
I would like very much for my occupation to give me time to travel.
So, one of the important criteria of work in general is that it lets
you have some time?
I would like as much free time as I could get. I think anybody does.

Did you ever. talk to anybody about.this? To your.mother or your
father or your brother or Rosemary or maybe somebody else? Traveling?

Oh, yes. All of those people know that I want to travel when I get
out of school or even In the summers when I'm going to school if I can
afford it.
Who do you think, of the people that you talk to, is the most in favor
of traveling or likes it the most? Where did you get the idea you
would like to travel? . -

Well, Rosemary likes to go to the same places I do, and she likes to
travel. There's no doubt about it. My'dad is not that much of a
traveler. But my mother and brother love to travel. I think especially

my mother. My mother has been gone the last three summers to parts of
the United States for 2 1/2 or 3 weeks or 3 1/2 weeks.
Particularly your mother then?
Yes.

She likes that?
She likes to travel a lot. She wouldn't like to go to Europe or any
'place like that.- She loves to travel the United States.
Well, what about you? Would you like to go to Europe?
Yes, very much.
How is it that you come out with a different opinion than your mother?
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A: My mother . . . foreign countries are kind of . . . she wouldn't

appreciate them. She wouldn't like them. The scenery she would like,

but the people would be all strange to her because my mother doesn't

speak a foreign language or anything like that where it would be

different. While in the United States she thinks it's marvelous.
She has seen almost all of it and she loves it.

Q: Who can you remember having talked to over the past about travel?

A: I talked to a lot of people. Anybody who talks about traveling, I

talk about traveling to. I mean, all I can do is tell them where I

want to go.

Q: Where would you like to go?

A: I would like to go to Europe and to Spain, Italy, and Germany, France,

Great Britain and to Ireland. And to Switzerland, I want to go to

Switzerland.
0: What's there you want to see?

A: Scenery. The scenery and the people I think would be very interesting.

Every place I want to go there has to be something that wants me to go

there. Like most of the places I want to go have a beautiful country,

something to do with history, people that I think would be interesting,

beautiful scenery. I want to go to Hawaii real bad. My brother has

been there already. He loves it and he wants to go back. I want to

go there real bad. I've always wanted to go there.

Q: What do you think about education? What do you think education is like?

What do you think school is like?

A: I like school. I think that . . .

Q: These little boxes are just something we use to keep our responses

clear.
A: Oh. It is a necessity today, education, to become anything at ar, I

want a lot with my life, so it is very necessary to me, I think.

like it, I mean, if I didn't like it, I don't think I could go on no

matter what, but I do. There are certain subjects I like better than

others, but I try to struggle through the ones I don't like.

Q: Who talks to you about school? Who do you talk to about sch3ol?

A: Mostly Rosemary.

Q: Does she think it is necessary?

A: Oh, Yes, she thinks it is necessary. We agree on this W.-; J,,

a lot of things.

Q: What about your mother?
A: Oh, my mother. It's definitely a necessity as far as she is concerned.

Q: How about your father?

A: Oh, my father would like very much for me to have one. But it wccIldn't

kill him like it would my mother if I didn't go to college, if I did

something else, took another job or . . . My mother, it would really

be a blow to her because she wants me to have a college education so

bad and become something.

Q: Let me ask you a couple of interesting questions now. If you could

do anything that you wanted to do, nothing stood in your wat at all,

for a living, I'm asking now if you could have any occupation that you

wanted, what would you like?

A: To become a singer.

Q: Why?

A: I love it.

Q: Why do you love it?

321



A: Oh, I've loved to sing since I was very young, and not that I'm so

great at it, but if there was nothing in my way. I know if I tried

there would be alot of things in my way.

Q: Well, what is it that there is about singing that's intriguing yoU?

A: It's somethin&I. like. It's I like it very much and it's

interesting to me. It's music and I love music.

Q: What does a singer do?

A: Sings. -

Q: Besides that?
A: Oh, travels.

Q: Travels. What else?

A: Lives an interesting life, I think.

Q: In what sense?
A: I don't'know.,' I love to travel and I love to sing, so that together

would be;-I mean, a very good life for me.

Q: Does the audiencemake any difference to you?

A: Oh, yes. The audience makes a lot of difference. They . I would

like to be able. to sing to an audience and have4them really like it.

To be able to get then to listen to the song as I hear it, as I sing

it.

Q: Have you ever sung before an audience?

A: Oh, yes.

Q: When did you usually do that?

A: Oh, just little things like P.T.A.'s and things like that.

Q: What do people usually think about it? Do you get many comments? I

mean; if they tell you you're great, I want you to tell me. I don't

want you to be shy, and if they tell you you're terrible, tell me that,

too.

A: They tell me I'm good.

Q: You have a talent for that then, you think?

A: Oh, I wouldn't really call it a talent. I can hold up with anybody

else as far as singing goes, but I'm no great singer. I like it.

Q: Who in particular tells you that you sing well? Does Rosemary think-

you sing well?

A: Yes.

Q: What about your mother?

A: Yes.
Q: Which .one do you think thinks more of your singing?

A: Oh, ;probably my mother. Because Rosemary sings too. She likeetto sing.

Q: Anybody else?

A: It's kind of I can be singing, I'll just be singing, and someone

hears me and they'll say, "Ann, you have a good voice." That's all,

just a comment. Lots of people have good voices. There's no great

thiNg.about it.

Q: Is there anything else that you might'really want to be, you know, if

nothing stood in your way, you could be anything. You know, like you

want to be Queen of the world, President of the United Statei?

A: I con't think of anything really. There are so many fields that I

haven't really thought about, so many fields that I don't realize

exist, that I want to look at before I graduate from high school. And

I imagine I'll find something. It will probably be something real

different. Because all the normal things that girls want to. be 7. don't

want to.
Q: Now let me ask you a hard question. If you had to make a guess now

as to what you would be, what would your best guess be? What do you

think you are likely to be?
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A: What'll I end up being? I don't really have any idea. I know all the

things I don't want to end up being, but I'll probably end up being one

of those.
What don't you want to be?
I don't want to be a secretary. I don't want to be a nurse. A teacher.

Or anything like a waitress or a clerk in a store, anything like that.

Anything common, anything anybody else wants to be. Because those

don't interest me.
Why not?
I don't know why they don't interest me. They just don't.

What does a secretary do?
Types, dictates, files.
Is that interesting?
Not at all. Boring. I would go crazy if I had to do the same thing

every day, like I couldn't stand ever working in a factory or anything

that's monotonous, that I did over and over, the same thing.

In other words, the reason you don't like all these occupations is

that they're boring and monotonous to you.

They don't interest me. They don't hold my interest and I feel that

I would get tired of it too quick.

What makes you think that? Talk to anybody about that? Do you know

anybody who is a secretary?

Yes. They love it. I know a girl that is working in an office. She's

18 and she loves it. She loves her work. She files, answers phone

calls.
Is she anything like you?
Not at all. Completely opposite.

What's her name?
Carol J
Where does she live?
She lives up by where I used to live. Ironton, Wisconsin.

It's a long ride, huh?
Eighty miles. I used to live in that town.

She is different from you?
She's very different. She has been going steady since she was 14

She's engaged to a sailor and all she is living for is ft.,

gets married. She has never gone out with anyone but him. %,..e's

wasted all four years of her high school. Hasn!t had any fun. Well,

not fun as far as I see it. But I want more from life than that.

Just staying at home, doing things with girls is fun to her without

Ronnie.
She's kind of routine?
Routine, very. She's just waiting.

She likes this job. But she told me

to do when she's waiting because all

ried.
And you would like to remain unattached?

Until I'm probably 24.
Oh, when you get real old?

Well, my mother and my dad were 27 and 29. I suppose . . . and there

is a lady up the street and there is a lot of teachers that my Mom

used to know. They are all married now, but they were all old maids

when she came . . 26, 27, 25 before they got married, and they are

glad that they waited and I know I will be: too.
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Q: Now, let me think. I've got to keep all these people straight. You

say your mother was married when she was 27. Lady down the street?

Oh, I don't want to know her name.
A: I can't remember exactly when . She was 25 or 26.

Q: Any of the other peOple. that you know?

A: my dad*Wai 29.
Q: Are these people like you in any regards?

A: I think so.
Q: How. are they like you? I
A: They wanted to-,do so much before they got married they were willing

to wait. They liked to travel and they were glad to wait. They wanted

to do a lot of things before they got tied down. And most of them did

and they are glad they did.
Q: Would ydu say that it would be fair to say that you're ambitious then?

A: Oh, I suppose I am in a way.

Q: I don't mean ambitious for status, but you would like to do a lot of

things.
A: Oh, yes, I want to do a lot of things, a very full life. I like to be

busy every minute. Never a dull moment.

Q: Did your mother ever'tell you that you were ambitious, on the go all

the time?
A: Yes, but not at home. 'There's always work I'm supposed to do. I'm

always gone. I'm never home. I don't like to work around the house

or anything because I don't even want to think of keeping a houie or

anything like that. Not that I can't do it. I can cook. I can clean,

wash, iron. I like to, too. I mean, I don't mind doing it so much,

but I know I'll be'doing it most of my life when I get married, so I

figure that will be long enough. I want to avoid it now.

Q: Would you say your mother is that way? Or was that way'?

A: I don't know. Now she'll . She has always had to work. There

was four children in the family and they lived on a farm and it was

kind of hard, so she's a good worker.

Q: Would she want you to be this way?

A: I don't know. She yells at me a lot because she says I don't do enough,

as much as I should. And I'm sorry, I would like to do it. I just

never get time.
Q: How did you get to be that way? Your mother's not like that.

A: My dad's like that.

Q: Do you think you are like your father?

A: Oh, yes. I'm like my dad in a lot of ways. I.look like him and I act

like him. He's a goad4orker, too. He has worked hard all his life.

First he was:afarmer and now he's a carpenter. He's not afraid of

work at all. He's a very good worker, but he loves to have fun and go

places.

Q: What is your father like?
A: What does he like or what is he like?

Q: What is he like?
A: Oh, he's almost 51 years old and he loves to go go out all,the

time and have fun. Be with the guys and go out and play pool .

fish, sports, hunting, fishing. _ He's sick today. I gave him a cold.

Q: Everybody has got that up in Madison.

A: Everybody has got it here, too. I gave it to . First I got it)

then my mother got it, now my dad has it.

Q: So, you say in that regard you .are like your father?

A: Yes. He's.a very fun-loving pemon..:,
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Q: What about education? Let's get back to that. It's fun and also

necessary?
A: Going to school can be fun. I mean, like I was sick two days this

week and I missed it. I missed not so much the work. I missed the

association with the kids, my friends and seeing people and . . .

Because school to me is not all work, not all play, but a combination

of both.
Would you like to go to school on further?

Oh, yes.
If you could go to any school you wanted to, nothing else stood in the

way, what would you like to do?

You mean college?

Yes.
Oh, I don't really know which college I want to go to.

Well, would you like to gc to a college or a university

I haven't really thought about it too much. It doesn't

would go to either one. I think I would consider a lot

could offer the best of what I want to take.

Let me ask you this. What is a college like and what is a university

like?
I don't know.
What is the difference between a college and a university?

A university is bigger, isn't it?

Well, I just want to know what you think.

I don't know. I haven't really thought about it.

What do you learn there? What do you do there? At either place.

It is hard. I've talked to kids that go. I know the work is hard.

You have a lot of work, but you learn what you want to be.

Is it training for an occupation then?

Yes, that's what I would call it.

Do you know anybody that goes there or went there?

I know kids that go to the University of Wisconsin.

What kind of people go to the universities?

Most of them are good in school, that I know. They work hard and they

want a lot out of their lives. They're working towards an er;:upFtion.

Do you think you'll go to a college or university?

I hope to.
Do you want to?
Very much.
Why? Why do you want to?

Well, because without it, I can't become whatever I want to be. I

mean, I'm sure that whatever I want to be will require a college edu-

cation and I want very much to go to college. It can never do you any

harm. You can always use it some way.

What makes you think it is necessary to do what you want to do? Did

you ever talk to anybody about that?

No, I have never talked to anybody about it. But I think it is very

necessary to do what you want to because if you have to do something

you don't want to do, you're not going to be good at it, you're not

going to like it, it's going to be monotonous.

How do you know that college or the university is necessary for that?

Did anybody ever tell you it was?

No, I just . . not really. I feel that it 'would be because you

can't become a teacher without going to college. You can't become

a lot of things. Now, though, I don't want to be a teacher, but I'm

sure that whatever I do want to become, I will have to get a college

education for it. 325
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Q: Do you think your mother thinks that college is necessary? Has she

ever said this?

A: Very. If not only for my own benefit, but for how happy it will make

.
my mother, I want to go to college.

Q: What about your father?

A: Oh, I'm sure my dad will be glad, but really just my mother

because my dad, it wouldn't . If I went and became a secretary

or some other good job and still have a nice life, it wouldn't matter

to my dad because he didn't go to college either.

Q: I see. But you think you probably will go?

A: Oh, yes, I hope so.

Q: O.K. now. Do you think that you are an intelligent person?

A: Oh, I'm kind of an average student, I'd say. I'm better in most

things. I have no trouble with anything, but any math or any science

I don't like at all. And I don't mind biology and things like that,

but as for a science as far as that goes, but anything like general

science or anything like that I don't like. And I hate any math.

Algebra, geometry, I hate it all. I've always hated math, always.

Q: Does Rosemary like that?

A: No, she hates them both, too.

Q: She hates both of them. She doesn't like any kind?

A: I hate math and I hate science. Oh, biology she didn't mind, either.

Q: Is she like you in that regard? She doesn't like the math, but she

does like the other things, social sciences or . . .

A: We are both better in other things.

Q: What about your mother?

A: My mother is real good at English. And she has corrected me since I

was two, and so I have always been brought up with good English, so it

comes very easy for me! But . . .

Q: What makes you think you're an average I.Q.?

A: I don't know. I'm my mother told me that. That I'm average. I

asked her once what she would call me. And she said I'd call you a

high average student.
Q: Well, do you think that Rosemary will go to college?

A: I don't know.

Q: Why wouldn't she?

A: I know she wants to, but my mother told her mother that she doesn't

know if she'll make it at all. But this year Rosemary's working a

lot harder than she has ever worked. She has a lot of trouble with

algebra. She had to drop it last year and she is taking it again this

year and she's coming along good, real good. All of the other subjects

she is around the same as me, A or B.

Q: Is there anybody else you talk to about anything that you spend some

time with? Do you have a boyfriend?

A: Yes. I talk to him because he's real bright. He goes to this other

school and he's been representative to Badger Boy's State and he's

president of Student Council.,

Q: What is his name?

A: Dave H

Q: Where does he live?

A: In Brooklyn. His brother went to the university, but he's not bright

like Dave.

Q: What does Dave think about what a woman should do when she ?

A: I don't think it really matters to him because he's I don't even

.
think he's planning to go to college. I mean, he could, I know he

could. But I imagine he probably will. He'll go to some school, I
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know that. I'm pretty sure he'll go to some school. I hope so. Any-

way, it would be a shame to waste him.

Q: What does he think that school is like? Education is like?

A: Oh, he doesn't mind school. He has never said that he did or. anything.

. He must like it.

Q: Does he think you sing well?

A: Let me see. I don't know whether he has ever said or not. I don't

really sing in front of him. I wouldn't like to sing in front of him.

Q: What does he like about you?

A: I don't know. I never asked him,

Q: If you went to college, would he be happy or sad?

A: You mean if I went away?

Q: No, I mean if you went on to college, assuming that you didn't have to

go away from home or anything.

A: Well, if I didn't have to go away from him, I don't imagine that he

would mind.

Q: Would he be happier if you were a singer or a secretary?

A: A secretary.

Q: He'd rather have you be a secretary?

A: Yes, I'm pretty sure.

Q: Do you think he has much influence on your life in the sense of

picking out what you want to do?

A: Not at all. I appreciate his opinion and I listen to it, but I make

my own decisions and he's the type that if he got married, he would

want his wife at home. He wouldn't want his wife working with a col-

lege education or not. I think I know him.well enough to say that. I

hope so,
Let me talk about some of thes._ people,that you mentioned. Say we

were talking about a job, you 'know, about work, and you had a bunch

of opinions from these different people. Who would you be more likely

to listen to--Rosemary, your mother, your father, or your brother or

your boyfriend?

A: If they gave me an opinion about a job I wanted?

Q: Yes.

A: Probably my parents.

Q: Which of those two?

A: Probably my mother.

Q: Why?

A: Because I've always considered her a fairly intelligent person and I

would listen very attentively to what she told me because it's almost

always right. She knows more than I do and she can judge. She has

gone to college, she's gone to summer school, she's earned a degree,

she has won scholarships.

Q: What about education? We were talking about schools. Which of those

people would you be most likely to listen to?

A: You mean if I . . .

Q: Just what we were talking about, whether you should go on to college

or not and everyone had a different opinion about it? Which one would

you be most likely to listen to?

A: You mean, if I . . .

Q: Just what we were talking about, whether you should go on to college

or not and everyone had a different opinion about it. Which one would

you be likely to agree with? Your mother, your father, your brother,

Rosemary, Dave?

A: Probably mother again.
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Q: Would you be more likely to believe your mother than your guidance

counselor here?
No, I would listen to .both of themequal. I'd make up my own mind, but

I'd listen to .both of ;them. I think they 'would probably say about the

same thing. ,

Q: If they disagreed, who would you listen to? Be honest.

A: I would listen to both of them, but I would make up my own mind. I

would listen to both of them and I would hear both sides and then I

would decide which one I wanted. I would let them give their own

reasons for what they think and why they'think it and then I would

make up my own mind on why I think it.

Q: Who would you say is the person who has the most influence on your life

up. to now? .

A: My mother. My mother and my father, especially my mother. My brother,

he, well, he hasn't been around for a year now, but . . . about social.

things, I would listen to my brother . . . What I should do here; what

I should do there .,. . Who I should go with and what he's really like.

And I could always ask his opinion because he is a boy and he knows him

as a boy, whereas I only know him as a girl.

Q: Who is the most competent person you know, talking about what people

do for a living, occupations or jobs?

A: Probably my mother. I mean, I don't talk to that many people in detail

About it. And with the people I do talk about-it. well, like I

don't talk about it much with Dave and I don't reall* talk about it

that much with Rosemary. I talk about an occupation more with my

mother than anyone else.

Q: Who do you like better, Dave or Rosemary?

A: Rosemary. I've been best friends with her for a long time. I can't

really compare that becauie one's a boy and one's a girl, and one's

my best girlfriend.
Whyls.Dave your boyfriend? What do you.like about him?

I like him. He's real nice and he's real sweet. He never hurt me and

he has done everything he could for me always, He has a good sense of

humor and smart, goes out for athletics, is popular and everything I

could want, I guess.

Q: Is there anybody else that you know that you talk to about anything at

a-1 from time to time?

A: I talk to my cousin whenever I see her. I talk to close friends I

used to have. Like I still see sane of them now occasionally. Not

very often because of the distance. But I do see them. And my cousin

lives in New Berlin and I talk to her whenever I see her, which isn't

too often either.

Q: Well, I think that's about all we need now. I'm really happy you could

come.in,here. I took you away from your studying. I'm sorry. I know

you wanted to sit there and study.

A: That's .0.K. I'm a great talker. All I haveto do is read history

anyway. -

Q: I think I kept you here too long. I'll seeif I can get you a note

frora'Mr. S if you need it to get into your next class.

A: What time 1711"?.

Q: It's 2:30.

A: No, I don't. The bell hasn't rung yet, I don't think.

Q: Thanks a lot.

Ai I don'tmind missing chorus anyhow. I've 'got a bad cold and I don't

sing, I kind of fake along.. It hurts. I have a sore throat. Are you

going to call in another perion next hoar?'
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Q: We'll probably get somebody else in here to talk to them.

A: Have you called in one from each year?

Q: No, we are limiting it to sophomores. People in the last year they

have to be here.

A: Boys and girls?

Q: Yes. What does your father do for a living?

A: Carpenter.

Q: Oh, that's right. I took that down. Let me see if there's anything

else. What do you think a person like you would want to do? Not you,

but a person just like you?

A: If they were just like me, they would probably want to do just what I

want to do.

Q: Do you know anybody who is just like you?

A: Rosemary is quite a bit like me. We are quite a bit like each other.

We were very different, almost as different as night and day when we

met. And then the three years that I've been here . . . I wasn't best

friends with here the first year I was here and half the second year.

But I was friends with her. We hung around in the same group. There

was four of us. And then one girl moved away and that broke us up

and then another girl started hanging around with a different crowd

and we just naturally became best friends. We got to know each other

better and we've been best friends since. And I've become a little

like her and she has become a little like me.

Q: If you found out that Rosemary was going to go to secretarial school

next year, what would you say?

A: I would faint.

Q: You wouldn't believe it?

A: No, she wouldn't want to do that, either. It would be pretty monotonous

for her, too.

Q: Accredited School of Beauty Culture in Milwaukee?

A: No, I thought about being a beautician, too. I like to work with hair,

but I couldn't do it day in, day out. That's all I would do. I'd sit

taere and fix hair, I'd cut, I'd wash, I'd set, I'd comb out. I would

go crazy. It's too monotonous. I like to look nice, wear just the

right amount of makeup, wear my hair in a pleasant, appealing style,

looking fine. I just washed it last night, so it isr't looking too

well. Wear nice clothes and have them look nice on me. But as far as

going to beauty culture school, I wouldn't do that. I think a model

would be an interesting life, but I would never attempt to be one, but

T would admire anyone that became one. I think from what I've read and

what I've seen, I think it's a hard thing to do to be a model. You

have to be so perfect all the time and work so hard standing long hours

and always look your best.

Q: I'm just writing down exactly what you say, so you know what is exactly

there. I had better let you get to class.

4. Rosemary S : (Ann B 's best friend)

Q:

A:

Q:

Did Ann B talk to you abort

Yes, she did.
Well, we're on the right track.

also have predicted that it took

back to you. Do you have a copy

what I'm doing?
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A: No.

Q: Oh, that's all right. This is part of the questionnaire which we are

starting to construct now. First, we're going to talk about two topics

that are most important to us. We're going to ask you about occupa-

tions and we're going to ask you about education, and we're going to ask

you about Ann. What we want are your opinions. That means that it is

impossible for you to be wrong. Whatever you say,.it's got to be right.

Oh, Rosemary, do you have an ashtray before I start out?

A: Yes.

Q: Anytime, anywhere, through that you want to ask me a question, you

want to stop me, by golly, just go ahead and do it. If you don't want

to answer me, tell me that, too. First of all, I would like to know

what you think about occupations in general. What they seem like to

you or what the purpose behind a person's occupation is.

A: Well, I think that a person's occupation is just how far they could

go. And .

Q: You can watch everything I write down. I'm going to write down

exactly what you say.

A: Well, I don't understand exactly what you mean. You mean just any

occupation?
Q: Whatever people do for a living. What does that mean to you? What a

job should be. What a person should look for in an occupation.

A: Well, I think they should be able to better themselves in everything

they do. That they should have an occupation that they like and as

the years go by won't bore them so they won't get sick of it.

Q: Won't become boring in time? Won't get sick of it? What would an

occupation like that look like?

A: I think like Holmes Tire and Supply or Tool and Die Maker or something

of that nature which is just the same thing everyday.

Q: They would be boring. What would a good one look like? Not necessarily

a specific one, but what quality would a good occupation have?

A: Well, I think a teaching job where you meet different people every day.

Where you would have different situations and there is always something

to look forward to. It's not just the same schedule.

Q: It's different every day. Not routine then?

A: Yes.

Q: Have you ever thought of any particular kinds of occupations that

appeal to you that you think are . .

A; Oh, yes, I want to be a kindergarten teacher.

Q: You want to be a kindergarten teacher. Why?

A: Well* I like children and I just think that would be the most interesting

grade to teach because they're so funny and cute.

Q: My cute little boy today,, he's only two weeks old, and he very cutely

burped all over-my coat.

A: Sounds like my niece.

Q: He's been trying to win me over the past couple of days. He figures

he's got me in his pocket, he doesn't have to worry anymore. What do

you think Ann would most like to be?

A: I know she doesn't want to be any kind of a teacher. Because her mother

is a teacher and she's just had too much of that. I don't think she

really knows yet. At least, she hasn't told me.

Q: Do you think Ann would be undecided.about what she wants to do?

A: Yes.

Q: What kind of a job do you think she'd look for if'she didn't have a

special one in mind?
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A: Well, she's awful quick in music. And I know she likes it a lot, so

maybe something in music.

Q: Because she's good at it?

A: Yes, and she likes it too.

Q: What would you like to see her be?

A: I would like to see her a teacher.

Q: Why?

A: I think she has all the
characteristics of a good teacher. She's

understanding and she knows how to cope with different situations, and

I think she'd make a real good kindergarten teacher
because of her

ability to play piano and to sing.

Q; Have you talked to her about that?

A: Yes, but she's just not interested in it, I don't think.

Q: Have you tried to talk her into it?

A: Oh, yes.

Q: She didn't put up with it?

A: No. See, we want to go to the same college. And I want her to be the

same thing Vlat I am, but she doesn't want to be it.

Q: What do you think she is going to end up being?

A: That's really hard to say. I don't have any idea. Sho just doesn't .

. she hasn't said anything except teaching, maybe. She doesn't want

to at all, but she says she'll probably end up doing that.

Q: Well, then you say she's good at music. What makes you think that

she's good at that?

A: Well, she plays piano and does real well at that. And, of course, in

chorus she has a very nice voice. She's got a good sense of rhythm,

Q: Do you think she might like to be a pianist or a singer or . .

A: Oh, yes. A singer she would definitely like to be.

Q: What do you think about that?

A: Unless you're really good, you don't have much of a chance. I think

that if you can make it, it would really be nice.

Q: What about education now? What do you think education is like?

A: You mean college?

Q: In general. Just education in general. What does that mean to.you?

A: Just learning to your fullest ability.

Q: Anything in particular learning?

A: You mean like a subject?

Q: What is it you learn?

A: You learn how to . . well, people .

Q: You learn people?

A: You don't learn people, but . . .

Q: You learn about them?

A: You see different kinds of people. You learn how to accept their ways,

their points of view.

Q: What kind of education would you like to have? What have you got in

mind for the future? What would you really like?

A: Well, I want to go to Oshkosh. And I want to go into teaching, educa-

tion. And I would like to get a minor in English. I would like to

major in music.

Q: Major in music, huh? Within the education major?

A: Yes.

Q: Why is that?

A: My mother is a first grade teacher, and that's what she has done, and

that's the way I'm going to do.

Q: I see. Do you like music?

A: Oh, yes. Very much so.
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Q: Would you like to have music in part of your career then?

A: Well, as a kindergarten teacher I think you would run across that a lot.

Q: Yes, I remember way back in my kindergarten years I had a teacher named

Miss H . I can remember our skipping around the room and her

playing the piano my hands out like an elephant, you know?

A: And Pokey Bear?

Q: That's right. I had my first girl friend. I don't think she really

loved me, though, because our romance only lasted a very brief time.

I don't think she really appreciated my tender feelings. What do you

think is your best guess of what you will probably do about education?

Do you think you'll end up at Oshkosh?

A: Well, either Oshkosh or a small university like Platteville or .

Q: You are fairly sure then that you will go on?

A: Oh, definitely.

Q: A small college or . .

A: Not the university, though.

Q: You don't like the university?

A: No, I probably wouldn't make it.

Q: Do you think it's harder there?

A: Yes.

Q: Do you think a small college is not as hard? Or is it something else?

A: I don't think it's as hard. From kids that I've talked to.who have:

gone to the university and gone to college, one of them ended'up going

to a small college.. My sister's best friend did that. She started at

the university and it.was too hard for her. She went to college then

and did real well. :-,

Q: I see. Anything else that you like about a college that's different

from the university?

A: No, I think that's about it. I don't like the social life. at the uni-

versity.
.. .

Q: What is it about the social life at the "U" that you don't like?

A: Well, they-seem so wild.

Q: What do you mean wild?*
.

Ai They are so crazy, a lot of them. Whenever you hear something bad:of

Madison, it's always the university.

Q: Yes, we' ave a lot of wild students up there, like Miss S there.

Got to watch her every minute. What do you think Ann isjaili7to do

about college?' What would you like to see her do most?

A: Well, I know she's going to goo a small college like me. We want to

go to the same one.

Q: Is that what you would like for her too?

A: Oh, yes.

Q: Small college like Oshkosh? Why do you pick Oshkosh? Why not some

other small college?

A: Well, my sister went to Platteville. Her-best friend went to Oshkosh

and told her Oshkosh was much better, and,I was just listening and I

didn't'ilke Platteville. . .

Q: See, now we have to track down yoUiiiater's friend for significance.

for yoU*.'
6.

A: I know which one it was.

Q: It doesn't-make any difference, you see.' She influenced your choice

and 'you don't even .know,her.

A: I know her, I just can't think of her name*

Q: That's all right,'we'aren't going to track her, down. You are asig-

nificant influence. Why do you want to see Ann go there? Why,do you.

think she wants to go there?
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A: She wants about what I want as far as college goes. We're real close

friends and I would hate to think of not seeing her sometimes. We

hardly go a day without seeing each other.

Q: Yes, Ann is a real nice girl. I was impressed with her when I inter-

viewed her. What do you think that Ann is like?

A: Well, it a lot of ways she is quite sad. She's had a real hard life.

Her father is about an alcoholic and her mother and him fought quite

a bit. She's had it real hard. And she's got a complex about herself.

She doesn't think she's very neat. And in a lot of ways she puts up a

big front because she is always laughing.

Q: She doesn't think she's neat? What does that mean?

A: She thinks she is ugly.

Q: Oh, that's silly, to tell you the truth. She thinks she's ugly? Where

did she get an idea like that?

A: She says she just looks in the mirror.

Q: What do you think?

A: Oh, no.

Q: Have you told her?

A: Oh, yes. Everybody tries to tell her, but . She's been sick a lot,

too, when she was smaller.

Q: What else is she like? What kind of person is she?

A: Well, she'll never tell a lie. She's very truthful. And she usually

doesn't gossip. She wouldn't say anything bad that she wouldn't tell

the person themselves. She's straightforward. She'll tell you some-

thing that's wrong. Like if she doesn't like something you're wearing

and thinks you'd look better in something else, she'll tell you. She's

quite smart. Her point of view everybody usually listens to.

Q: Is she like you in any way? Are you two alike at all?

A: Not in that way. We like the same things, same clothes, the dancing,

but
Q: Dancing? What kind of dancing?

A: The discotheque.

Q: Who do you usually dance with?

A: Boys. I go out with a lot of different boys, where she's going steady

now. and We dance with each other quite a bit too.

Q: Who's she going steady with? Do you know?

A: Dave H

Q: Oh, that's right. She mentioned that.

A: She wasn't going steady then . . . about a day after, though.

Q: Do you know where he lives? He lives here in Brooklyn?

A: Yes. I think he has influenced her way of thinking a lot, too. Because

he is real smart and he's on the honor roll.

Q: She said he was smart. He's in student government?

A: Yes, he's our Student Council president, Prom king, and he's real

popular, and he wants to go on to the university.

Q: He likes those wild kids, huh? Is he a wild kid?

A: No. His brother went to the university and flunked out, though.

Q: I see. Was he bright too? His brother?

A: He got B's. Straight B's.

Q: Anything else you think about Ann? How she's like you?

A: She likes the same things as far as she has the same taste in

boys and things.

Q: Just for my own information, what is it girls like in boys?

A: They don't like a boy that's too nice to them. Or a boy that tries to

own them. Good dancer. Good personality.
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Q: What is a good personality?

A: Oh, I think someone that is never down and out. Can always cheer

people up.

Q: Anything else that makes a good boy?

A: They have to be fairly good looking, but that's really not too im-

Otant. And they should be truthful and they should treat a girl

ma); nice.. .

Q: But not too nice? .

4.

A: Right. And they should go'ciut. They should never just go with one

girl. When they get too sure of them.

Q: I see. Would Ann agree with these statements?

A: Yes.

Q: She's going to go steady with this guy anyway though?

A: Until, summer. So she can go to Prom.

Q: Oh, I see. An ulterior motive here. That's what I like about these

straightforward women. That doesn't fit into being straightforward.

Do you treat boys nice? I mean do girls usually treat boys nice in

retun?
A: Well, I don't, but Ann does.

Q: She does?
A: Well, no. She used to be real mean to Dave, bht Dave never would go

out on Ann, but she would always go out on hinr.' Then once Dave went

out on Ann and she just about had a fit. So that's when they started

to go "steady.

Q: Do you think you two treat boys about alike or are you different from

her?
A: Well, she's gone with Dave for more than 2 years, and I've never gone

with one boy for more than six months.

Q: I see. What about in school? Are you people alike in school or dif-

ferent? Is she like you in many ways or are you like her?

A: Well, we get about the same grades. Take the same subjects. German is

both of our favorite subjects, I guess. -She's better in math than I am.

Q: Is that the main difference?

A: Yes. We both like the same teachers.

Q: Well, is there anything else you want to ask, Betty?

Miss S : No, I think that's about it.-

Q: I iTilYthatts about all we want to know, Rosemary. Unless there is

anything you want to say.

A: I don't think so.
Miss S : Were there any of our opening questions that we would want to

ask our significant others, such as Rosemary's father's occu-

pation?

Q: Yes, we should probably take that kind of data. We've got that you

live in Oregon. You're a senior, right?

A4. Sophomore.
Q: That's right. What does your dad do?

A: a foreman at the B 'Tam Dairy.

Q: And how old are you?'

A: Fifteen. I'll be' sixteen in March.

Q: I think that's about all we need, then. I really appreciated it,

Rosemary. You're'real nice to talk to. I think that you should con-

vince Ann that-she's not ugly; because she's not ugly.
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